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Teachers are the key to shifting the way learning happens in the classroom. However,
teachers are not always skilled in inquiry, critical thinking, and historical impact. Teaching with
primary sources provides a context from which to educate preservice teachers in these essential
skills. This dissertation focuses on the nature of primary source instruction in preparing
preservice teachers to teach social sciences at the K-8 level. This qualitative study explores
education methods professors’ practices for educating preservice teachers to use primary sources
in their classroom instruction. Social Science methods professors in Illinois were observed,
interviewed and an analysis of their syllabus was conducted to determine effective instructional
practices using primary sources. There are limited studies that explore practices of methods
professors to include primary sources and the nature of their use in their curricula. This study
will attempt to add to the higher education literature about the nature of primary source
instruction in social science methods courses and begin the conversation about a Primary Source
Instructional Framework that emerged from this research data.
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preservice education; methods courses

THE NATURE OF PRIMARY SOURCE INSTRUCTION
IN SOCIAL SCIENCE METHODS COURSES

JUDITH LORAINE BEE

A Dissertation Submitted in Partial
Fulfillment of the Requirements
for the Degree of
DOCTOR OF PHILOSOPHY
Department of Educational Administration and Foundations
ILLINOIS STATE UNIVERSITY
2020

© 2020 Judith Loraine Bee

THE NATURE OF PRIMARY SOURCE INSTRUCTION
IN SOCIAL SCIENCE METHODS COURSES

JUDITH LORAINE BEE

COMMITTEE MEMBERS:
Elizabeth Lugg, Chair
Diane Dean
Richard Satchwell
Wendy Troxel

ACKNOWLEDGMENTS
This journey, which I thought would take five years at the most, has become much longer
due to many happy and sometimes challenging circumstances. When others ask me about my
experience, I often describe it to be like running a marathon. The first three years were smooth
and without incident; yet, after I moved into the actual research and writing of my dissertation, it
felt like I had hit the 20-mile wall! The 20-mile wall is often described as the point at which a
marathon runner is depleted of their energy supply and they begin to slow down, sometimes
resorting to walking. I have felt that way many times in the last two years. Like my marathon
running experience, I have had to use encouraging self-talk, recommit to my goal of finishing,
and remind myself that the end is in sight. Preparing to run a marathon was one of the most
grueling, yet exhilarating experiences of my life. However, completing this Ph.D. journey has
been, by far, the most challenging and at the same time, intellectually rewarding experiences I
have ever encountered. There are so many people to acknowledge and thank for helping and
supporting me along the way.
First, thank you to God for it is with him all things are possible. Thank you to my family.
I would not be the person I am today without each and every one of them.
Thank you to my husband, Greg, who loves me unconditionally, encourages me to be the
best person I can be every day, gives me the confidence I need to continue on this journey of life
even when I feel inadequate, and mostly for providing a wonderful example of how to be a
lifelong learner.
Thank you to my children, Ashley, Whitney, Rayna, Maggie, Pavel, and Alex, for your
love and support. Thank you, Otis, Logan, Blake, James, and Shay, for cheering me on every
step of the way. Thank you to my grandchildren, Addie, Tavon, Calvin, Odin, Marley, and

i

Canaan, who keep me centered on the important things in life: sleepovers, baking cookies,
reading books, playing board games, watching movies, and exploring the world around us. You
all bring me such joy every day.
Thank you to my dad, Dave and mom, Joyce for supporting me through every stage of
my life. Thank you for teaching me the meaning of hard work, resiliency, and how to overcome
adversity with grace. Thank you to my brothers and sisters, Zelda, Cella, David, Bonnie, Dawn,
and Casey, for always believing in me and listening to me when I just need to ramble.
Thank you to my mother-in-law, Elena and my father-in-law, Floyd for always taking an
interest in my education. Thank you to all my friends and family members who have encouraged
me throughout this experience.
To my advisor and committee chair, Dr. Lugg, thank you for always listening and
supporting me through this Ph.D. journey. I feel fortunate to have you as my mentor.
Thank you to Dr. Satchwell, who has helped me grow as a student as well as
professionally. Your encouragement and friendship are invaluable. Thank you, Dr. Dean and Dr.
Troxel, for working with me and helping me complete my dissertation.
Thank you to the professors at Illinois State University who had me in class and gave me
the opportunity to learn new knowledge.
We are at a critical point in our society when we need to come to a better understanding
about others and the world around us. My hope is that, with this dissertation and other research
that may stem from it, methods professors will come to a better understanding of the urgent need
to train preservice teachers to use primary source instructional practices with students to promote
critical thinking skills, cultural awareness, and empathy for others.
J. L. B

ii

CONTENTS
Page
ACKNOWLEDGMENTS

i

TABLES

vii

FIGURES

viii

CHAPTER I: INTRODUCTION

1

Statement of Problem

5

Purpose of Study

7

Important Terms

8

Theoretical Framework

9

Research Questions

11

Overview of the Study

12

CHAPTER II: LITERATURE REVIEW

13

Defining Primary Sources

13

Digital Primary Sources

15

Primary Source Use in the Classroom

17

Primary Source Instructional Strategies

18

Multidisciplinary Approach to Using Primary Sources

22

Primary Sources Promote Empathy

27

Primary Source Analysis Assessment

29

Using Primary Sources in Standards-Based Lessons

30

Analyzing Primary Sources to Meet Common Core State Standards

31

Using Primary Sources in Illinois Social Science Standards

33

iii

Primary Source Professional Development for In-Service Teachers

33

Preparing Preservice Teachers to Use Primary Source Instruction

38

Frameworks for Integrating Primary Sources into Curriculum

40

Summary of Chapter II

42

CHAPTER III: METHODOLOGY

44

Research Problem

44

Research Procedures

44

Qualitative Techniques

46

Data Analysis

48

Trustworthiness and Authenticity

49

Significance of the Study

50

Limitations of the Study

51

Summary of Chapter III

51

CHAPTER IV: PARTICIPANTS INTERVIEWS

53

Demographics of Interviewees

53

Executive Summary of Each Interview

54

Interview 1

54

Experience and Knowledge of Primary Source Instruction

54

Instructional Practices and Strategies

55

Primary Source Understanding

58

Interview 2

59

Experience and Knowledge of Primary Source Instruction

59

Instructional Practices and Strategies

60

iv

Primary Source Understanding

62

Interview 3

63

Experience and Knowledge of Primary Source Instruction

63

Instructional Practices and Strategies

64

Primary Source Understanding

65

Interview 4

66

Experience and Knowledge of Primary Source Instruction

66

Instructional Practices and Strategies

68

Primary Source Understanding

68

Interview 5

69

Experience and Knowledge of Primary Source Instruction

69

Instructional Practices and Strategies

70

Primary Source Understanding

71

Interview 6

72

Experience and Knowledge of Primary Source Instruction

72

Instructional Practices and Strategies

73

Primary Source Understanding

74

Summary of Experience and Knowledge of Primary Source Instruction

75

Summary of Instructional Practices and Strategies

77

Summary of Primary Source Understanding

79

Summary of Chapter IV

80

CHAPTER V: DATA ANALYSIS AND FINDINGS
Research Questions Addressed

81
82

v

Research Question #1

82

Research Question #2

83

Research Question #3

90

Implications

92

Primary Source Instructional Framework
Research and Frameworks of Learning

96
97

Understanding by Design (UbD)

97

Universal Design for Learning (UDL)

99

Differentiated Instruction (DI)

102

Multiple Roles of Preservice Teachers

105

Reflective Practices

106

Primary Source Instructional (PSI) Framework Explained

109

Recommendations

111

Conclusions

112

REFERENCES

114

APPENDIX A: RECRUITEMENT EMAIL

133

APPENDIX B: DOCUMENT OF CONSENT FORM

134

APPENDIX C: INTERVIEW GUIDE

136

vi

TABLES
Table

Page

1. Experience and Knowledge of Primary Source Instruction

83

2. Instructional Practices and Strategies

89

3. Primary Source Understanding

91

4. Understanding by Design as Represented in the PSI Framework

99

5. Universal Design for Learning as Represented in the PSI Framework

101

6. Differentiated Instruction as Represented in the PSI Framework

105

vii

FIGURES
Figure

Page

1. Primary Source Instructional Framework

viii

95

CHAPTER I: INTRODUCTION
This study explores the nature of primary source instruction in social science methods
courses. In particular, this study is concerned with how social science methods professors in
Illinois teach about primary sources and how these practices are reflected in their preparation of
preservice teachers. Preservice programs are the first line of exposure for new teachers; it is the
point during which prospective teachers are introduced to how and what to teach in their
classroom. Preservice teachers need to be ready with the necessary tools for meeting the
challenges of educating K–12 students with required standards-based instruction.
Standards-based instruction involves teaching with primary sources to develop inquiry and
content knowledge. Consequently, methods professors have a heightened responsibility to
prepare preservice teachers to integrate primary sources into a standards-based curriculum.
Primary sources are valuable tools that, when presented properly, can engage the learner through
an inquiry process of observation, reflection, questioning, and further investigation.
Simply put, primary sources are “items [that are] directly connected to a topic or related
time” (Bober, 2018, p. 5). A more formal definition can be found on the Library of Congress
website: “Primary sources are the raw materials of history—original documents and objects that
were created at the time under study” (Getting Started with Primary Sources, para. 1); they are
the “evidence” scholars use to document and interpret the past (Williams, 2014). The use of
primary sources has been an effective practice for many historians throughout time. Primary
sources, when combined with strategies to teach historical thinking, can be “a powerful tool for
understanding history and fundamental to “the construction of historical meaning” (Foster &
Yeager, 1998). Historians rely on the information they gather from primary sources to
summarize historical events that will be shared with the public. Often, these summarizations
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found in textbooks and encyclopedias are peppered with a historian’s own bias. Examining
primary sources gives readers a powerful sense of history and complexity of the past. Instruction
using primary sources helps "students relate in a personal way to events of the past and promote
a deeper understanding of history as a series of human events" (Getting Started with Primary
Sources, para. 4). According to Barton and Levstik (2004), when students respond subjectively
to a topic of historical study, they are more motivated to attend to instruction, seek out
information on their own, and reflect on what they are learning. They encourage students to seek
additional evidence through research. When used effectively in educational settings, primary
sources increase achievement levels and critical thinking skills for students in all grade levels,
along with learners of varying abilities (Gersten, Baker, Smith-Johnson, Dimino, & Peterson,
2006.; Pitcher, 2005; Tally & Goldenberg, 2005; Van Sledright, 2002).
However, educators must first know how to teach effectively with primary sources, and
not just use them as add-ons to the curriculum (Veccia, 2004). Educators across the nation are
being held accountable for putting into effect standards-based lessons which include the
analysis of primary sources. Referred to as the Common Core or CCSS, the Common Core
State Standards (CCSS Initiative, 2010) calls for teaching with primary sources, which entails
that students be both critical and analytical as they read and examine documents and artifacts.
Many states, including Illinois, have adopted CCSS that obligate teachers at all grade levels
and disciplines to incorporate primary source instruction into their curriculum (Standards in
Your State, n.d.). In 2016 Illinois adopted the Illinois Learning Standards (ILS) for Social
Science (also referred to as the Illinois Social Science Standards), which were designed to
“produce Illinois graduates who are civically engaged, socially responsible, culturally aware
and financially literate” (Illinois Social Science Standards, 2017, p. 2). Newman, Degener, and
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Wu (2015) reported that the use of discipline-based literacy strategies that include primary
source analysis within a structured, supportive learning environment is essential to meeting
standards (Gilles, Wang, Smith, & Johnson, 2013; Mandarino & Wickens, 2014; Morgan &
Rasinki, 2012).
The Common Core and the ILS for Social Science emphasize that the integration of
primary sources to develop students' critical thinking and inquiry skills will help prepare them
for college and careers. The focus on informational text, with a special significance placed on
citing evidence, occurs at all grade levels, which is indicated in the standard that says, “cite
specific textual evidence to support analysis of primary and secondary sources” (CCSS Initiative,
p. 61). Furthermore, primary sources provide authentic materials for students to practice the
skills required by the Common Core. The following items from the Illinois Social Science
Standards (2017, p.19) specifically refers to the use of primary sources for studying history:
•

SS.H.3.3. Identify artifacts and documents as either primary or secondary sources of
historical data from which historical accounts are constructed.

•

SS.H.2.4. Using artifacts and primary sources, investigate how individuals
contributed to and the founding and development of Illinois

•

SS.H.2.5. Use information about a historical source—including the maker, date, place
of origin, intended audience, and purpose—to judge the extent to which the source is
useful for studying a particular topic.

Encouraging students to grapple with primary sources—the raw material of history such
as photographs, newspapers, film, audio files, government documents, and economic data—
provides opportunities for them to practice skills in critical thinking, analysis, and inquiry.
Inquiry skills, such as the ability for students to develop questions, evaluate sources, use
evidence, communicate conclusions, and take informed action, are explicitly stated in the
Common Core (CCSS Initiative, 2010). The ILS for Social Science (2017) “naturally [support]
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the inquiry skills by encouraging teachers to employ approaches that use the appropriate amount
of guidance or scaffolding necessary for students to develop and sharpen these skills” (p. 5).
Communication, collaboration, problem-solving, critical thinking, and research skills are also
reflected throughout the standards.
The role of teachers in all subject areas consists of helping students gain skills by
analyzing primary sources while also fulfilling the standards. According to Newman et al.
(2015), the implementation of the Common Core has changed the teaching practices and
strategies teachers use to increase “active student engagement, learning along a progressive
sequence of higher proficiency, and heavy use of informational texts, especially primary
sources” (p.1) with an adherence to standards. Newman et al. (2015) also found that teachers use
a combination of visual and print primary sources to support diverse learning styles. Achieving
CCSS takes place when teachers incorporate primary sources into their instruction.
Many in-service teachers are learning how to implement primary source instruction
through professional development (PD), graduate courses, and online webinars. It is vital that
preservice teachers receive sufficient training on how to successfully combine primary sources
into their teaching practices before entering the workforce. Methods professors now have
become the catalyst for helping preservice teachers apply high-quality instructional practices
when working with primary sources. Yet not much is known about if and how methods
professors are adapting their teaching of soon-to-be teachers on how to meet the Common Core
using primary source instruction. An analysis of the ways primary sources are used to prepare
future teachers in social science methods courses will provide information about the specific
instructional strategies being implemented in preservice teaching programs.
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Statement of Problem
According to Olsen and Buchanan (2017), “the United States does not currently possess
a trove of systematically derived knowledge about teacher educators and their development,
experiences, and careers (p. 413). There is limited evidence to answer questions about how social
science methods courses are taught (Sikula, 1996). In a search for specific studies focused on
preparing preservice teachers on the use of primary sources, Fresch (2004) found very little
research. In a more recent search, Waring (2010), found there is adequate research about using
primary sources with preservice teachers, but not much is known about how it is used in
pedagogy. Lin, Wang, Spalding, Klecka, and Odell (2011) suggested that high-quality research is
needed to improve teaching and teacher education programs (Boote & Belle, 2005; Grossman,
2008; Levine, 2007). During a time of teacher accountability for reaching mandated standards,
there is an increased pressure to “produce research that can guide policymaking” (Lin, Wang,
Spalding, Klecka, & Odell, 2011, p. 239) and education practices. With the adoption of CCSS
across the United States, together with the Illinois Social Science Standards in 2016, there has
been a shift in instructional practices to include primary sources to further develop inquiry and
content skills. The most significant change has taken place in the areas of social science and
humanities, which the National Council for the Social Studies (NCSS) describes:
as the integrated study of the social sciences and humanities to promote civic
competence. Within the school program, social studies provide coordinated, systematic
study drawing upon such disciplines as anthropology, archaeology, economics,
geography, history, law, philosophy, political science, psychology, religion, and
sociology, as well as appropriate content from the humanities, mathematics, and natural
sciences. The primary purpose of social studies is to help young people make informed
and reasoned decisions for the public good as citizens of a culturally diverse, democratic
society in an interdependent world. (NCSS, 2010)
This updated definition from 1998 encompasses a majority of disciplines across all grade
levels. The Common Core calls for the analysis of primary sources across multiple curricula and
5

grade levels to develop and strengthen inquiry, critical thinking, problem-solving skills, and
civic-minded citizens.
The National Council for History Education's (NCHE) Position Statement notes that
today’s educators need to have an in-depth understanding of how to read and understand primary
sources. (Blueprint for Student Learning, NCHE, 2017). The NCHE's statement on teacher
qualification also mentions that "[history] teachers at all levels need a thorough understanding of
the processes of historical thinking and a deep immersion in a wide range of historical content."
Furthermore, the statement explains that history teachers should have completed coursework that
"develop[s] history's habits of mind by providing a thorough grounding in the skills required for
historical thinking, including an in- depth understanding of how to read and utilize primary
sources, significant experience in historical writing, significant experience in historical research
and an understanding of the principles of historiography" (Statement on Teacher Qualifications,
NCHE, 2017, p.10). These instructional and curricular shifts that are suggested by the Common
Core, the ILS for Social Science, NCHE, and NCSS will necessitate changes in the way that
teachers design and implement daily lessons in social studies and how preservice teachers are
trained.
The Illinois Social Science Standards require that every school district “must fully
implement the new standards by the 2017–2018 school year” (Illinois Social Science Standards,
2017). These new Illinois standards call for a focus on inquiry skills and disciplinary concepts.
According to the established guidelines, inquiry skills involve questioning, investigation,
reasoning, and responsible action, whereas disciplinary concepts make use of social science
ideas, principles, and content to pursue answers to the questions generated by students’ inquiry

6

(p. 2). By supporting inquiry and content, teaching with primary sources can help students
develop questions and “uncover information to answer those questions” (Bober, 2018, p. 3).
Meeting the requirements of the Common Core (2010), the Illinois Social Science
Standards, 2017), and the NCSS’s National Standards for the Preparation of Social Studies
Teachers is quite a task for social science methods professors. The bar is set high for in-service
and preservice educators to attain these standards, with social science methods professors
bearing the responsibility for equipping preservice teachers with highly developed skills in social
sciences and primary source instruction. Methods professors can provide a strong foundation for
prospective teachers to develop and promote primary source instruction, and to expose them to
new instructional frameworks for social science education. However, little has been done to
determine the practices of methods professors for preparing preservice teachers on how to use
primary sources in their classroom experiences. For that reason, there is a need to gather research
data on how potential teachers are being taught to use primary source instruction.
Purpose of the Study
This phenomenological qualitative study intends to explore the nature of primary source
instruction in social science methods courses that lay the groundwork for preservice teachers in
Illinois to enter the workforce. Specifically, this study aims to identify and understand the
practices of social science methods professors responsible for educating future teachers about
teaching with primary sources. The approach of a phenomenological qualitative research design
is well-suited for exploring the nature of primary sources instruction in social science method
courses. In this design, the researcher seeks to understand the meaning of the events lived as
described by participants (Creswell & Creswell, 2018). The participants in this study will be the
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methods professors, and they will describe their primary source instructional practices through
interviews.
Such an analysis is essential in preservice education scholarship. As colleges of education
continue to underscore the importance of preparing preservice teachers to accommodate students'
needs and meet state standards simultaneously, scholars must also understand the current
experiences of preservice students as they prepare to teach using primary sources. Consequently,
gathering substantial research about methods instructors is a logical next step for improving
teaching and teacher education (Boote & Beile, 2005; Grossman, 2008; Levine, 2007). It is
presumed that preservice teachers who complete their methods courses are prepared to meet the
demands of high-stakes testing and state standards. However, this is not necessarily the case.
Understanding the attitudes and processes of social science methods professors who teach about
the application of primary source instruction will help build effective practices that will
ultimately have a positive ripple effect on preservice teachers as they begin their teaching
careers.
Important Terms
Adapting Primary Sources defined by Wineburg & Martin, 2009 as “physically alter sources:
to change their syntax and vocabulary; to conventionalize their spelling, capitalization, and
punctuation—even rearranging sentence sequences, if necessary” (p. 212).
Constructivism focuses on students creating a representation of their understanding of the
content material (Papert & Harel, 1991).
A digital (or digitized) primary source is a digitized version of a primary source that has been
archived online and made accessible via the Internet.
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Inquiry is a process of active learning that is driven by questioning and critical thinking.
Inquiry-based learning progresses through six phases (connect, wonder, investigate, construct
express, reflect) but is recursive and reflective throughout (Stripling, 2008).
Primary sources are manuscripts, first-person diaries, oral histories, letters, interviews,
photographs, maps, films, sound recordings, music, song sheets, and fragments of history.
Although incomplete in themselves, primary sources can provide personal insights, human
drama, and deep historical understanding when they are assembled, analyzed, and researched
(Veccia, 2004, p. 3).
Social constructivism is a learning theory in education associated with the work of the Russian
psychologist, Lev Vygotsky. Social constructivism refers to the social interaction which shapes
the learning that occurs between students and their peers, teachers, parents, and other community
members. It also influences the ways and types of knowledge that is built through social
interaction (Phillips, 2000, p. 11).
Theoretical Framework
Constructivism and social constructivism are similar in that both research paradigms
emphasize how knowledge is formed when learners integrate new experiences into previous
experiences from their knowledge. The psychologist Jean Piaget focused on children’s
intellectual growth as they matured. He developed the idea that children construct knowledge by
using previous experiences and adding new experiences into their schemas (Liben, 1983). Lev
Vygotsky, who developed theories of social constructivism related to education, believed
children were influenced and shaped by elements from society and their environment (Lee &
Smargorinsky, 2000). To help influence and shape students, Vygotsky stressed that they learn
from their teachers as teachers scaffold the learning process (Tryphon & Voneche, 2013).
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Analyzing primary sources applies to both constructivism and social constructivism because
students use their prior knowledge and construct new knowledge as they work together
synthesizing, applying, and showing their comprehension (Clabough, 2012).
Both constructivism and social constructivism serve as the conceptual framework for this
study. By nature, a qualitative study is both constructivist and social constructivist. Creswell
(2003) stated that “the goal of the researcher is to rely as much as possible on the participants’
views of the situation being studied” (p. 8). Social constructivism guides the data collection
process through open-ended questions to allow for an open dialogue. Participants have an
opportunity to come up with their answers as they interact with the research (Creswell, 2003).
The emerging data helped me develop themes to answer the questions posed by this research.
Creswell and Creswell (2018) explain that the social constructivism framework does not start
with a theory, but rather with the interaction between the participant and the researcher to help
shape the interpretation of the data as it evolves, they will socially construct new knowledge in
an attempt to understand the complex world of lived experiences from the point of view of those
who live it (Schwandt, 2000).
Theories from both constructivism and social constructivism support the idea that
teaching with primary sources can promote learning. Many researchers agree that teaching using
constructivism theories helps motivate children to want to learn history (Levstik & Barton, 2011;
NCHE, 2007; NCSS, 2016; Grant & Gradwell, 2005). In a constructivist classroom, the teacher
becomes the facilitator, and the students are encouraged to explore and become actively involved
in their learning. The National Council for the Social Studies (2002) agreed that social
constructivism can be a useful tool in the classroom. Social constructivist classrooms support
collaborations and a cooperative learning environment. Students learn best by “doing” history
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when engaging in historical thinking through an inquiry process (Levstik & Barton, 1997).
Primary sources enable students to analyze historical events and how historical figures thought
about and solved problems. Through this process, students begin to consider their own thinking.
Students construct new knowledge from their interaction with primary sources. According to
Clabough (2012), the methods of using primary sources are connected to the principles of
constructivism in the following ways: students can take part in the process of having a dialogue
about the primary source with classmates; they can also have a dialogue about the author of the
primary source by analyzing the purpose, bias, and intended audience; and students can devise an
artifact to demonstrate their comprehension of the content being studied. Constructivism centers
on the idea that students can formulate their own meaning from their learning environment and
experiences.
Research Questions
This phenomenological qualitative study used semi-structured interviews, observations,
and curriculum materials to explore the nature of primary source instruction in methods courses
that prepare preservice teachers to eventually teach in their own classrooms. Specifically, this
study set out to identify and understand the attitudes and instructional practices of professors
who teach preservice social science methods courses. This study attempted to answer the
following questions:
1. What level of experience and knowledge do social science methods professors have with
regard to primary source?
2. What specific instructional practices/strategies are social science methods professors
implementing to teach preservice teachers about primary sources?
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3. What are social science methods professors observing in preservice teachers to determine
if they understand primary source instruction?
Overview of the Study
By exploring the nature of primary source instruction in social science methods courses,
effective practices began to emerge that help guide the development of curriculum for preservice
teachers. The resulting effective practices will prepare preservice teachers to facilitate the
Common Core and ILS for Social Science as they enter the classroom. Not much is currently
known about the nature of primary source use in the preparation of preservice teachers. Chapter
II contains a literature review that discusses the definition of primary sources, the use of primary
sources in the classroom, the effect of mandated standards on primary source use, primary source
use in professional development for in-service teachers, and using primary sources with
preservice teachers.
Chapter III focuses on the qualitative exploratory methodology used in this
phenomenological study. This section provides a rationale for how professors were chosen as
possible participants. Also, there is clarification about using Creswell & Creswell (2019)
heuristic research method, which is a nonlinear and recursive five-step process that is used to
organize data and identify themes for analysis. Detailed explanations about ethics and validity
issues are also provided.
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CHAPTER II: LITERATURE REVIEW
The purpose of this study is to determine the nature of primary source instruction in
social science methods courses for preservice teachers. This chapter explores the definitions of
primary sources, primary source use in the classroom, the effect of the Common Core State
Standards and ILS for Social Science on primary source use in the classroom, primary source
professional development for teachers, and preparing preservice teachers in social science
method courses to meet the challenges of primary source instructional practices.
Methods professors have the formidable task of preparing preservice teachers for the
demanding culture of today’s K–12 classrooms. Preservice teachers require training if they are to
satisfy the conditions set by recent standards (Kenna & Russell, 2014). Due to the
implementation of primary sources in teaching strategies, the current culture calls for a change
from the old lecture model to present-day inquiry-based learning. Among a public school
teacher’s top priorities are helping students achieve the new standards and pass standardized
tests. Preservice teachers must be ready when they become practicing teachers who can fulfill the
current student demands. Methods professors will need to model nontraditional instruction
practices that put more emphasis on inquiry and using primary sources (Kenna & Russell, 2014).
These nontraditional practices include the implementation of primary sources into instruction.
Defining Primary Sources
Primary sources, sometimes called historical or digital (if they have been converted into a
digitized form) sources, can help learners develop analysis, problem solving, and critical
thinking skills. Primary sources can be complicated and sometimes difficult to access. Not all
sources of history have been preserved, plus access to every single record and artifact of the past
is just not possible. Primary sources are products of the past and were sometimes created to
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persuade or influence. Brown and Dotson (2007) found that after students were exposed to a
variety of primary sources containing conflicting viewpoints, they realized that historical sources
reflect the viewpoint of the creator and are not without bias.
Nevertheless, primary sources can still provide credible, worthwhile evidence about the
past to help answer historical questions (Lee, 2005). Interaction with primary sources engages
students and requires them to use analytical and interpretation skills to fill in contextual
information that may be missing. This process leads learners to connect theoretical or
generalized historical concepts to actual events, people, or experiences. Primary sources allow
learners to apply their background knowledge, recognize contradictions, and draw their own
conclusions.
Many definitions of primary sources include a creator’s interpretation of an event or time
period. In 1972, Poulton (as cited in Fresch, 2004) described primary sources as the words from
witnesses or first recorders of an event, leaving interpretation up to the individual. Brown (1994)
broadens the interpretation of primary sources to encompass “any material created at the time of
an event, or later from memory, by someone in the event” (p. 17). Welborn (2000) characterized
primary sources as remnants left by a previous society which then serve as the raw material
historians use to analyze the past. Primary sources are manuscripts, first-person diaries, oral
histories, letters, interviews, photographs, maps, films, sound recordings, music, song sheets, or
fragments of history; while incomplete in themselves, they can provide personal insights, human
drama, and deep historical understandings when assembled, analyzed, and researched (Veccia,
2004, p. 3). The Library of Congress website offers a more current definition: “primary sources
are the raw materials of history—original documents and objects that were created at the time
under study” (Getting Started with Primary Sources, para. 1). Primary sources can be in many
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different forms including photographs, newspapers, broadsides, documents, letters, diaries,
audio, and video. They can be tangible artifacts or digitized primary sources that are available
and easily accessible to analyze online.
On the other hand, a secondary source is a summarization of an eyewitness account or
event that was produced after the event occurred, thus giving the creator the advantage of
hindsight and additional thought. Secondary sources may combine many primary sources to
describe, discuss, interpret, analyze, and evaluate a given event. Regardless of the type of
primary source, it can “enable a person interested in investigating a historical event the
opportunity to analyze the causes and effects of a past event based on the accounts of a person
who was present at the time the event took place (Friedman, 2005, p. 15). The study of both
primary and secondary sources helps provide context and more information about the time being
studied.
Digital Primary Sources
Primary sources are everywhere in the world around us. However, access to primary
sources has been a significant problem. Teachers struggle with locating primary sources due to
“limited access and availability of primary sources” (Ensminger & Fry, 2012, p. 119).
Digitization of primary sources has made it easier and more convenient to retrieve these
materials for research and teaching purposes. Since the introduction of the World Wide Web,
primary sources have been increasingly accessible in digital form. Libraries, museums, and other
archives that have digitized primary sources provide abundant quality resources for learners to
find information at any time and almost anywhere, allowing learners to develop new skills
(Collins & Halverson, 2009). Digital primary sources enable educators to create new and
innovative ways to involve students in learning about history.
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Computer applications and games that use primary sources as tools engage users
throughout the learning process. Many primary source applications use scaffolding and can
promote inquiry skills and questioning. Through these apps, users can explore civics,
government, and other historical or current issues. Many apps are hands-on activities that guide
the user through interactives that build on primary knowledge and foster visual literacy.
Preservice teachers who have had an opportunity to work with digital primary sources expressed
how the sources were able to bring history to life and that they felt more engaged in the learning
process (Waring & Torrez, 2010). Digital primary sources have several distinct advantages over
non-digital resources: in most cases, they are free, accessible from anywhere, and are housed in
vast collections to search (Lee, 2002). These extensive digital collections provide many more
perspectives about history that is not always possible with printed sources. By using archives of
digitized primary sources, educators have access to a multitude of materials.
New apps such as the digital interactive KidCitizen can encourage the development of
inquiry skills by using primary sources (Berson, Berson, & Snow, 2017). In this interactive app,
children in grades K–5 explore civics and government by analyzing primary source photographs.
Hands-on activities guide users through interactives that build on their prior knowledge, plus
foster visual literacy and inquiry. Users collect evidence and ask questions to gain new
understanding about their discoveries of the past. The KidCitizen app “provides authentic,
age-appropriate interaction with primary source materials. Guided by research informed
practices and evidence-based pedagogy, the app engages children as they explore civics and
government concepts through historical sources and thereby draw connections to their daily
lives” (p.105). Interactive apps using digital primary sources can support scaffolding, disciplined
inquiry, and student engagement.
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Despite their advantages, digital primary sources are not without drawbacks. To use
digital primary sources, users need to be proficient in searching and accessing digital archives.
Even if users have the skills to utilize digital primary sources, they may not have access to
computers or the Internet. Even if they are well-equipped with classroom computers, laptops, and
service connectivity, schools can still experience system failures, making it impossible to access
primary sources and online activities. Most trained educators realize they need a backup plan and
print paper copies of digital primary sources to use with students when access becomes
unavailable.
Primary Source Use in the Classroom
Primary source use in the classroom—whether as an artifact, digital form or printed
digital copy—has been shown to be an effective teaching tool. Fry (2010) found gains in student
achievement when primary sources were integrated into the curriculum. Primary sources are
used in history, research, and education to present a more accurate account through evidence or
an eyewitness account of an event.
Social studies as a subject in school no longer means memorizing people, places, and
dates and then recalling those facts on a multiple-choice test. Instead, Holcomb, Beal, and Lee
(2011) explain that social studies is a multidisciplinary subject where students can engage in
authentic, real-world problems as a way to understand issues. Present-day social studies require
students to retrieve information from history, civics, geography, literature, economics,
philosophy, sociology, science, and even math. Researchers claim that “curriculum integration
and emerging technology applications can support and expand social studies” (Holcomb et al.,
2011, p. 102). Using Web 2.0 tools that promote teaching and learning can also foster creativity
and learning that is both reflective and meaningful. The ability to access digital primary sources
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signifies gaining entry to a multitude of resources. Learning with digital primary sources makes
history truer to life and more interesting to learners (Waring & Torrez, 2010). Primary sources
are not exclusive to social studies; they can be used in every discipline across all grade levels to
engage students in learning (NCSS, 2015).
Primary Source Instructional Strategies
Historians have used primary sources to build theories and make sense of the past. They
spend most of their career sifting through historical sources, engaged in historical thought.
Historical thought is often referred to as “historical thinking” (Wineburg, 2010). Historians are
like detectives who employ historical thinking to search for evidence among primary sources as a
way to explain events (Wineburg, 2010). Historical thinking includes a myriad of activities:
analyzing sources to identify factual information, evaluating the reliability of sources,
understanding multiple perspectives, contextualizing sources in time and space, reasoning and
making inferences, corroborating multiple sources, and generating possible understandings and
interpretations (Barton, & Levstik, 2004; Wineburg, 2010). Learning about history is more than a
mere repetition of facts; it is developing a specific way of thinking. Teachers can help students
develop this same kind of thinking by using specific strategies. Wineburg (2010) condensed
these skills down to a six-step process so students can be prepared for “thinking like a historian”:
sourcing, contextualization, close reading, using background knowledge, reading the silence, and
corroborating.
A study conducted by Reisman (2012) suggested that the use of primary sources has a
positive effect on student learning. Reisman (2012) found that when secondary school history
lessons were built around primary sources, students improved in historical thinking skills, gained
the ability to transfer historical thinking strategies to contemporary issues, developed a mastery
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of factual knowledge, and experienced growth in their general reading comprehension. Primary
sources provide an alternative to the use of secondary sources, such as textbooks and
encyclopedias, which are commonly used in the classroom. Moreover, secondary sources are
also often subject to bias (Bain, 2006), leading students too easily towards rote memorization of
facts and thereby inhibiting the development of higher-order thinking skills.
The SCIM-C (Summarizing, Contextualizing, Inferring, Monitoring, and Corroborating)
scaffolding strategies created by Hicks, Doolittle, and Ewing, (2004) help students with
historical thinking processes and analyzing primary sources. This process includes the following
five phases: summarizing information and evidence from the source, contextualizing the source
in time and space, inferring from subtexts and hints in the source, monitoring initial assumptions
and overall focus, and corroborating understanding across multiple sources. These five phases
are grounded in questioning as the student works through each phase. Existing within each of the
phases are four scaffolding questions that move students through a more complex analysis of
each source. The goal is that students will eventually proceed to each phase on their own as they
thoroughly analyze a primary source.
Document-based questions (or DBQs) are one way to assess students’ content
understanding. Students are assigned a set of questions to answer when analyzing primary
sources. DBQs are used on some state standards tests in the form of writing prompts. Analyzing
primary sources has become a necessary skill for passing standardized tests. Document analysis
inquiries about primary sources can be guiding questions designed to help students think about
the contents of the source (Wasta & Lott, 2002). These questions direct students through
observation, reflection, and questions (Clabough, 2012). DBQs can also be designed to help
students focus on a specific question that will help them create a project that will display their
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new knowledge (Torrez & Bush, 2009). The goal of DBQs is for students to assess new
knowledge gained from analyzing primary sources and draw conclusions to support a claim. The
Stripling (2009) Model of Inquiry includes six phases; connect, wonder, investigate, construct,
express, and reflect. This model is also cyclical and emphasizes reflection throughout the
process. Inquiry is a recurrent process that can begin with observation, reflection, or questioning.
From the historical evidence that is gathered, students can then begin to construct a historical
interpretation about an event. With some adjustments, the inquiry process can be taught at all
grade levels. Educators who work with younger students allude to this inquiry process as “see,
think, and question.” Developed during the inquiry process are thinking strategies and critical
thinking skills, both of which are essential for lifelong learning (Stripling, 2009). Institutions
such as the National Archives, National Geographic, and the Library of Congress have created
similar inquiry processes and tools to analyze primary sources. The National Archives focuses on
Meet the document, observe its parts, try to make sense of it, and use it as historical evidence.
The National Geographic uses discipline specific questions in analysis. The Library of Congress
uses “Observe, Reflect, and Question,” which leads to further investigation with an analysis tool
that guides the user through a series of questions geared towards each type of primary source.
Primary sources lend themselves well to the inquiry process. Typically, when students are
given a primary source to examine, they are sometimes assisted by either a formal inquiry
process guide (with specific questions) or sometimes by a guide that is less formal (asking only
fundamental questions like who, what, when, where, and how). One approach to analyzing
primary sources is to allow students to view and examine the same primary source as an entire
group. The instructor models and guides students during the process to help ensure success at
later attempts. Primary source analysis can be used throughout the learning cycle. They are
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valuable tools for introducing a theme, lesson, or unit. They are appropriate for writing from
evidence, corroborating ideas, and assessment. Primary sources can expand students’ thinking by
exposing them to viewpoints that may differ from their own and introduce them to the concept of
historical bias (Bain, 2006; Tally & Goldenberg, 2005).
Critical thinking skills help students evaluate future information through a process that
requires them to ask questions, evaluate evidence, and consider other sources to reach an
educated conclusion. The “doing” of history is where students "pose questions, collect and
analyze sources, struggle with issues of significance, and ultimately build their own historical
interpretations" (Levstik & Barton, 1996, p. 394). Using a system to analyze primary sources
with guiding questions leads to historical evidence. This evidence can then help students create
claims and write arguments based on what they have learned from the past. Using multiple
primary sources gives way to various perspectives that can lead to further investigation into a
historical topic or event. Research can direct students to new answers and change their current
assumption about the past. As a result of these recursive processes, students deepen their
understanding about an issue, event, or subject matter while becoming masters of their own
learning. Such techniques permit students to construct their own interpretation of events.
Questioning, reasoning, and a thirst for further investigations can become lifelong skills that
will help develop civic-minded citizens. An essential first practice is performed by teachers
who, while analyzing a primary source, model each step as they think aloud. It is critical that,
as this modeling takes place, teachers verbalize each phase along the way: wondering,
reflecting, asking questions, and expressing ways for further investigation.
Having a solid strategy like “thinking like a historian,” document-based questions,
SCIM-C, or the Stripling Model of Inquiry is essential as students analyze and understand
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primary sources. In addition to these approaches, educators need to have a solid understanding of
the subject area content (Waring, 2010). Having an adequate understanding of the subject and
developing their own background knowledge about a historical event, time period, or historical
figure they are teaching about will help teachers anticipate student questions that may arise
during the analysis of multiple primary sources. Providing students with various perspectives
grants them opportunities to build background knowledge and develop claims about a historical
event. If using only a single primary source, students must comprehend its inherent bias and
limited viewpoint.
Multidisciplinary Approach to Using Primary Sources
Primary sources are generally used when teaching social sciences. However, primary
sources add value to other disciplines and subject areas. They strengthen ways of thinking via
project-based learning, inquiry, critical thinking, historical thinking, information literacy, and
visual literacy. Not only can they be integrated across all disciplines and grade levels to meet the
needs of standards-based education, English Language Learners (ELLs), and differential
instruction, but primary sources can also be used to engage students in literacy and assessment.
Primary sources offer a multidisciplinary means for learning about defined periods in
history. In a cross-curricular approach, students can explore topics through language arts,
history, geography, and STEM. Text-based primary sources allow students to explore
vocabulary, practice reading, and work on writing skills. Maps and diagrams help students
develop a visual understanding of where historical events took place. Exploring primary
sources through a STEM lens generates ideas and questions that lead to additional
investigation, research, and mathematical computation. Through music, students can look into
the attitudes and values of a specific time period. Analyzing photographs, portraits, and pieces
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of art are wonderful resources for seeing how people dressed and carried on with their daily
lives.
Project-based learning, an approach that presents students with a task or challenge with
real-world applications, is both authentic and relevant. Integrating primary sources into
project-based learning motivates students to engage in inquiry, think critically, and construct new
knowledge about long-standing questions. Primary sources benefit students by helping them
make connections to the people in history and their unique voices. They are able to engage
emotionally and personally with the primary source information while learning through the
inquiry process. Primary sources lend themselves to the development of students’ critical
thinking skills as they struggle to piece together information. They move forward through the
analysis process by observing facts, questioning, and making inferences to gain a better
understanding of historical events. Integrating what they glean from comparing primary sources
with what they already know and what they learn from research allows students to construct
knowledge and deepen understanding (Stripling, 2009). To use primary sources most effectively,
educators must ask questions that prompt "students to draw from their own experiences and
knowledge to explore and think about what is before them" (VanWest, 2008, p. 2). Primary
sources reinforce critical thinking as students question, seek answers, and draw conclusions to
construct new knowledge.
Tomlinson (2001) explains differentiated instruction as a practice of adjusting the
curriculum, teaching strategies, and classroom environment to meet the needs of all students.
Primary sources present a unique opportunity for teachers to engage every student in
higher-order thinking skills through questioning, using a variety of primary source formats, and
allowing students to choose from a menu of projects to create and show their knowledge. To
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understand how to meet the needs of students and also differentiate instruction, teachers must
first assess student learning. Primary source analysis activates prior student knowledge and helps
teachers tier lessons. Students can then be presented with various primary sources ranging in
complexity to develop both their thinking and resolution skills, engage, and help them feel
successful.
One challenge students encounter is a lack of background knowledge. This may result in
students having a difficult time making meaningful connections and engaging in learning. Ehren
(2005) explained that a "lack of background knowledge has been linked with difficulty in
making inferences and more generally comprehending text” (p. 2). Fortunately, there are
teaching strategies that can aid students in their understanding of background knowledge. Some
of these strategies involve learning tools such as graphic organizers, diagrams, pre-reading
strategies, and images. Strategies such as these can support all students, including those with
specific learning disabilities.
Content literacy is critical to English language development. Rather than segregate ELLs
for specialized training in English language proficiency that is disconnected from content areas,
education research encourages teachers to modify classroom instruction to meet the needs of all
learners. English language learners must have access to mainstream instruction that integrates
“language as a vehicle for learning academic content and learning about the world” (Tran, 2010).
According to an Illinois Advisory Council on Bilingual Education Report from 2011, there are
more than 197,000 ELLs in Illinois. Primary sources can engage ELLs through photographs,
music, art, and other visuals. They also give teachers an opportunity to diversify lessons to
include cultural characteristics. In many cultural frameworks (Deardorf, 2009: Gay, 2010), an
emphasis is placed on developing a greater understanding of culture through the inquiry process
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of observation, reflection, questioning, and further research. By using primary sources, learners
from diverse groups of learners can use inquiry and develop schema, plus skills in language and
critical thinking. An inquiry-based curriculum incorporating both primary and secondary sources
is particularly effective for motivating and engaging all students to seek and process information
purposefully (VanSledright, 2002). Primary sources often engage ELL students in inquiry
because they offer different authentic perspectives and are not authoritative. They allow students
to examine different cultures to help challenge racial and cultural stereotypes. It is important that
educators weave cultural competence as they create lesson plans for their classroom.
In a 2014 research study, Bickford and Rich studied "history-themed literature-like
biographies, narrative nonfiction, and historical fiction in a space previously reserved for formal
social studies curricula" (Wilton & Bickford, 2012, p. 66). State and national initiatives
encourage intensive readings of informational texts starting in the lower elementary grades in
English, language arts, history, and social studies curricula (CCSS Initiative, 2010; NCSS, 2013;
Partnership for Assessment of Readiness for College and Careers, 2012). Textbooks make it
difficult for students to construct historical knowledge and understanding (Wineburg, 2010).
They are challenging for struggling readers and, due to the writers' bias, may often omit or
distort the truth. Bickford and Rich (2014) attested that “the dry, single-voice narratives
unnecessarily exclude experts’ disagreements, [thereby] rendering students passive and
disengaged” (Drake & Brown, 2003; Wineburg & Martin, 2009. p. 67). Ideally, literacy involves
broader understandings and competencies needed in our changing society and consists of critical
thinking skills that underlie social competence and reading comprehension (Ellsworth, Hedley,
& Baratta, 1994). Literacy extends to reading primary sources documents, images, maps, objects
audio, and video—all of which can help generate ideas and communicate in multiple formats.
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Research has shown that the study of historical artifacts engages students, facilitates higher-level
thinking skills, and encourages social interaction often associated with a broader definition of
literacy (Fuhler, Farris, & Nelson, 2006). Literacy is a vital skill as state testing moves toward
writing based on evidence from multiple sources.
Information literacy is the term used to describe the skills needed to access, evaluate, and
use information from all types of media. Visual literacy is the ability to read and interpret what
we see. Gray (2012) depicts visual literacy further as the “ability to understand, interpret and
evaluate visual messages” (p. 42). The Common Core requires students to read “informational
text," which is a term that has been expanded to include all "visual" images (photos, maps,
posters, cartoons, etc.). Again, Gray (2012) expounds that visual literacy is "[just] like media
literacy … [It] is about analyzing and creating messages. Images can be used to influence and
persuade, so it is incumbent upon educators to learn how to teach with and about images and to
help our students understand the language of photography" (p. 42). The need to interpret visuals
in the everyday world is part of our human development.
Paired with printed text, visual literacy can be a powerful part of a curriculum. Primary
sources often combine pictures and words to convey messages. Using photos and other visual
primary sources to promote inquiry can facilitate students in making direct connections with
topics under study across all reading levels. The 21st Century Skills support visual learning by
stating "students demonstrate the ability to interpret, recognize, appreciate and understand
information presented through visible actions, objects and symbols, natural or manmade"
(Finely, 2014, para. 2). 21st Century Skills encompass learning, literacy, and life skills;
specifically, dispositions and cognitive skills that include communication, collaboration,
critical thinking, problem solving, and creative thinking (American Association of School
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Librarians; National Education Association). The Common Core reflects the need to integrate
visual learning into the curriculum. To strengthen visual literacy skills, teachers need to
incorporate strategies like “think-alouds” in which students verbalize what they see, use visual
analysis guides that ask specific image-related questions, and employ visual thinking skills.
Drawing upon such skills encourages students to think beyond the literal by discussing multiple
meanings, metaphors, and symbols.
Primary Sources Promote Empathy
The value of using primary sources extends beyond historical inquiry. Primary sources
help promote empathy as well as cultural competency. As cited in Stripling (2011), Barton and
Levstik (2004, p. 360) reasoned that "educators have [increasingly] recognized their
responsibility to foster the consideration of diverse points of view and the development of an
empathetic stance in their students, because students will not develop these habits of mind on
their own." Furthermore, Lowenthal (2001) noted that "[empathy] … rests on the ability to
recognize diversity, to seek an understanding of the ‘strangeness’ of others by analyzing their
actions and words in the context of their time, culture, or situation" (as cited in Stripling,
2011). It is no longer the sole responsibility of the history teachers to use a variety of primary
sources to help students understand the very nature of history as an interpretation of past
actions, events, and words within the context of a historical time period. The use of personal
documents, photos, speeches, broadsides, and other primary sources give students an
opportunity to analyze authentic sources. Historical empathy, according to Foster and Yeager
(1998), is the recognition of human reasoning behind historical events or issues and
understanding the “why” of history. Empathy results when the reader’s positionality overlaps
with that of the creator (VanSledright, 2001). Using historical empathy to present different
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perspectives through the use of primary sources helps students to synthesize events, ideas, and
character interactions and also make connections to today’s world. Barton and Levstik (2004)
interpreted the subjective component of historical empathy as care, describing it as an attitude
or a feeling one can have toward historical others and their circumstances. Barton and Levstik
(2004) specified four different types of caring (p. 241) that students may have. They can:
•
•
•
•

care about: students find people and events of the past more interesting than others.
care that: students have a personal or emotional reaction to events of the past.
care for: students have a desire to assist past victims of injustice.
care to: students want to put their learning into practice and take social action to be a
change agent in society.

Primary sources can be powerful tools to help students develop empathy for others and
understand the need for change within a society. Once students have a good understanding of
historical perspectives and develop empathy, they can take on more complex historical events
that deal with larger social issues. In a study by Franquiz and Salinas (2013), ELLs were asked to
analyze primary sources and support their arguments through document-based questions. The
study found that when historical inquiry is used to promote writing and reasoning which draws
upon the social and political knowledge of teachers and students, newly constructed knowledge
has the capacity to foster a more critical citizenry. Education focused on the use of primary
sources to promote historical empathy fosters student connections between the past and present.
As they learn about others through primary sources, students also discover human stories and
their own relationship in the world.
Primary sources provide a wide range of options for teaching strategies that are
cross-curricular, thereby meeting the needs of all students. The use of primary source
instructional methods goes beyond traditional textbook reading and lectures, thus making
primary sources function as valuable tools for learners of varying abilities as well (Gersten et al.,
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2006; Ferreti, MacArthur, & Okolo, 2001). Once students have learned to work with primary
sources for deeper levels of understanding, evidence shows that they perform better overall,
regardless of grade level. This also includes cross-curricular applications in different subjects
such as science, language arts, and social studies (Tally & Goldenberg, 2005). The majority of
the research focuses on the benefits of using primary sources to promote much-needed skills.
Despite this, locating primary sources that can be integrated into a curriculum in a meaningful,
effective way can be challenging. Veccia (2004) illustrated that teachers would often bring
artifacts from home or purchase replicas to share with students and promote inquiry. As the
digital age grows stronger, more and more archives are being made accessible through online
portals so that an abundance of primary sources, teaching materials, and suggested strategies are
available to use. With millions of holdings, the Library of Congress began digitizing many of
their archives with the numbers of primary sources now reaching 20,000 billion.
Primary Source Analysis Assessment
In a study by Smith, Breakstone, and Wineburg (2018), the authors challenged the current
testing system of using both multiple choice and short answers to determine students’ knowledge
about history. The study focused on cognitive validity and historical thinking skills used to
answer historical questions. The study is based on History Assessments of Thinking (HATs),
“which are short, constructed response items designed to reveal thinking on key aspects of
historical thinking” (Smith et al., 2018, p. 2). The participants were asked to “think-aloud” as
they processed information. The think-aloud protocol was used to determine complex cognitive
processes as the learners worked through history problems. Students were given primary sources
to analyze. For each primary source, students were given both open-ended questions and
multiple-choice questions. Students were also interviewed about their answers and their thinking
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behind their answers, which were basically “think-alouds.” The researchers found that using
HATs with students can assess historical thinking processes “with a particular focus on cognitive
validity” (Smith et al., 2018, p. 19). Although the study was limited to a small group of
secondary students, it opened the door for a more extensive conversation about using this type of
assessment with a broader range of students to test their thinking skills. This study is pertinent
since the Common Core calls for students to use these kinds of skills for the future.
Using Primary Sources in Standards-Based Lessons
The Common Core State Standards were released in 2010, beginning with English
language arts (ELA) and mathematics. The standards are a shift away from the content standards
implemented by individual states. The Common Core was developed to establish consensus on
expectations for student knowledge and skills that would be developed in grades K–12. Students
who move from one state to another that has adopted CCSS will have a good understanding of
academic expectations. Illinois adopted CCSS for ELA and math in 2010 to raise expectations
and improve instruction to prepare students for college and careers (Realizing Illinois, 2013). In
2016, Illinois adopted the Illinois Social Science Standards, which focus on inquiry skills and
disciplinary concepts in civics, geography, economics, and history with the expectation of
implementation during the 2017–2018 school year (Illinois Social Science Standards, 2017).
In conjunction with the Illinois State Board of Education (ISBE), a collaborative project
called Classrooms in Action, created the document “Considerations for Implementation” to guide
districts, schools, and classroom teachers through the implementation of the new Illinois
Learning Standards for Social Science (Considerations for Implementation of the ILS for Social
Studies, 2017). It provides descriptions about what the stages of full implementation, partial
implementation, and beginning implementation look like.
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Porter, McMaken, Hwang, and Yang (2011) conducted a study that focused on the
changes implemented by the standards. The study found “considerable change from what states
currently call for in their standards and in what they assess” (p. 114). The study found that CCSS
in ELA shifted to a greater demand for analysis and higher levels of cognitive demand. The
Common Core put a greater emphasis on demonstrating understanding, rather than
memorization.
With the adoption of the Common Core, schools are expected to produce graduates who
are able to read, analyze, and synthesize information, as well as communicate clearly to fully
participate in college, in careers, and as citizens. The Common Core requires “active student
engagement, learning along with a progressive sequence of higher proficiency and heavy use of
informational text, especially primary sources” (Newman et al., 2015). Research on primary
source instruction concludes that an analysis of primary sources plays an essential role in
providing students with authentic, constructive learning experiences in which they learn to think
historically and by exercising higher-order skills (Newman et al., 2015). These types of skills
help students meet CCSS and develop critical thinking skills.
Analyzing Primary Sources to Meet Common Core State Standards
Standards-based education across all grade levels and curriculum areas accentuate the use
of primary sources. The standards require students to understand and apply information using
discipline-specific skills such as analysis, comparing sources, persuasive writing, and research.
Writing arguments based on evidence begins in the early grades under the ELA standards. The
Common Core requires younger students to demonstrate their ability to formulate ideas based on
informational text. For example, the Common Core lists the following as a standard for second
grade: “Describe the connection between a series of historical events, scientific ideas or concepts
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or steps in technical procedures in a text” (CCSS Initiative, 2010, p. 13). To help early readers
meet this requirement, teachers can provide opportunities to analyze primary source
photographs, maps, sound recordings, diagrams, and posters. In the fourth and fifth grades,
students are required to explain cause and effect based on evidence. At this level, the Common
Core declares that students “[analyze] multiple accounts of the same event or topic noting
important similarities and differences in the point of view they represent” (CCSS Initiative, 2010
p. 14). Providing students opportunities to analyze numerous types of primary sources from
multiple points of view will help students understand different perspectives. At the secondary
level, students in grades 6–12 provide discipline-specific standards. These standards clearly
include primary sources as this high school level points out that students should “[cite] specific
textual evidence to support analysis of primary and secondary sources” (CCSS Initiative, 2010,
p. 14). Moreover, in yet another example, students in grades 11–12 are required to “[analyze] in
detail how a complex primary source is structured, including how key sentences, paragraphs, and
larger portions of the text contribute to the whole” (CCSS Initiative, 2010, p. 61). Primary
sources provide the raw materials students can use to help them to meet the Common Core and
prepare them for success.
The newly adopted Common Core State Standards require students to analyze, compare
and contrast, cite, and research sources. Carin (2012) underscored the important role of primary
sources, saying they “provide authentic materials for students to practice the skills required by
the CCSS" (p. 2). The Common Core has generated a need for more specific professional
development for educators; in essence, professional development needs to be aligned with the
principles of learning and also represent programs and initiatives that were founded upon solid
research. The adoption of the Common Core will also help with the increasing use of primary
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sources in the classroom. In these new standards, educators are required to use primary sources
and pedagogy that emphasizes approaches such as inquiry processes. As a result, teaching with
primary sources and inquiry instruction can no longer be treated as simple add-ons, but rather as
practices that teachers are mandated to follow, and which are also integral to quality instruction.
Using Primary Sources in Illinois Social Science Standards
There is limited research on the newly adopted Illinois Learning Standards that guide the
social sciences. The standards are divided into inquiry skills and disciplinary concepts that work
together to develop student understanding. Inquiry skills are split into the following three
activities: developing questions and planning inquiries; evaluating sources and using evidence;
and communicating conclusions and taking informed action. Disciplinary concepts are
categorized into the four core areas of civics, geography, economics, and history. The inquiry
skills are an overlay to help students learn about the disciplinary concepts. Accessing and
evaluating sources such as primary sources are an important skill in learning content. Primary
sources can be utilized to produce essential questions, present multiple perspectives, target
information literacy, and facilitate inquiries.
Primary Source Professional Development for In-Service Teachers
No longer can professional development be conducted as “one-shot” sessions lasting only
several hours. For PD to be effective, it must be carried out over an extended period of time to
give educators an opportunity to practice what they have learned and also demonstrate mastery.
Easy access to materials helps improve an educator’s instructional practice. Ongoing support
may consist of additional coursework to bolster skills and continue onto advanced levels. The
needs of the learner must be taken into consideration for successful learning to take place.
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Effective professional development is defined in many different ways. Nelson,
Spence-Thomas, and Taylor (2015) offered the following interpretation: "Effective continuing
professional development is likely to consist of that which, first and foremost, enhances pupil
outcomes, but which also helps to bring about changes in practice and improves teaching"
(p. 32). An analysis of existing research indicates effective PD focuses on specific themes, time,
access, knowledge, and support and is also focused on specific instruction and various active
learning styles. Studies involving teaching with primary sources found similar characteristics:
sufficient duration, content-focused, collective participation, active learning, coherence, and
job-embedded. According to the review of PD research done by SRI International (2013),
high-quality professional development means that it:
•
•
•
•
•

is of sufficient duration to ensure educators have enough time to learn new skills and
knowledge, apply those new skills and knowledge to their instructional practice, and
refine their practice over time;
has a clear focus on building educators’ content knowledge of an academic discipline
or disciplines;
engages educators in active learning and thereby models the instructional strategies
that should be used in their classroom;
is designed to be a coherent part of an overall strategy to improve each educator’s
instructional practice; and
includes learning opportunities that are job-embedded and thereby based on and
incorporated into educators’ real classroom context.
(Desimone, 2009; Porter, Garet, Desimone, Yoon, & Birman, 2000; Wei, DarlingHammond, Andree, Richardson, & Orphonos, 2009; Yoon, Duncan, Lee, Scarloos, &
Shapley, 2007)

Teachers and educators are not always well-versed in primary source instruction (Veccia,
2004). Instructional training may be required to help teachers learn how to best integrate and
utilize primary sources during classroom instruction. Instructional integration of primary sources
requires a form of teaching that is different from the traditional approach of assigned textbook
readings and class lectures. Students work independently and in cooperative groups, conduct
investigations, and make inferences as they move through the inquiry process. Teachers facilitate
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by helping students find the best primary sources for instructional use, guide the learning
process, and help with subject matter content knowledge. This instructional design is conducive
to setting the stage for the development of critical thinking skills. Be that as it may, not every
teacher is trained to even begin a primary source instructional integration approach in his or her
classroom. Having never used primary sources, how are teachers expected to know what to do
with them? Using primary sources is unlike working with many other teaching resources because
it requires significant research and critical thinking skills (Getting Started with Primary Sources,
para. 2).
Professional development using primary sources must pay attention to research and
incorporate similar findings to be effective. Research from SRI International (2013) learned that
although teachers were eager to use primary sources in their classroom after completing PD
sessions, they still had difficulty overcoming obstacles. Expanding on one’s use of primary
sources is not effortless, and educators face some barriers to incorporating more primary sources
into the curriculum and classroom. The interview participants for this study consistently
mentioned a lack of time and resources as limitations. These setbacks make it very challenging
for proper instruction to occur in the classroom. Primary sources, when appropriately used as
tools in educational practices, can be integrated with various subject areas in K–12 classes. With
adequate teacher guidance and facilitation, students can learn to ask probing questions about
primary sources and, as a result, increase their opportunities for more engagement and in-depth
learning. With well-prepared teachers, primary sources can be extremely valuable in education.
However, without the proper instructional methods applied for primary source integration,
primary sources cannot be expected to serve as the rewarding tools they could be.
Gilliland-Swetland, Kafai, and Landis (1999) discussed primary sources in education and found

35

that most archival efforts have focused either on exhibits, educational packets, or tours or by
bringing students to archives and conducting more structured classroom programs there. “What
these activities lack,” Gilliland-Swetland et al. (1999) stated, “… are methodologies for
employing primary sources as a central focus in formal classroom activities effectively” (p. 89–
90).
Most educators will need professional development to learn effective ways to integrate
and utilize primary sources in their classroom instruction. Primary source instructional
integration requires a form of instruction that is different from the traditional approach of
assigned textbook readings and class lecture (Fry, 2010). Teachers can no longer be the “sage on
the stage”—they need to guide students through the learning process and act as the facilitator.
The use of primary sources is naturally adaptable for cooperative group work, performing
investigation, making inferences, inquiry, and project-based learning.
Ensminger and Fry (2012) created a conceptual framework consisting of six primary
source-based instructional practices associated with Bloom’s (1956) theory of cognitive domains
and a revised taxonomy of cognitive processes by Anderson et al. (2001). The framework by
Ensminger and Fry provides inexperienced teachers and PD providers a common language and a
means for selecting instructional practices that meet educational outcomes. The six practices of
illustration, association, utilization, examination, incorporation, and interpretation provide
teachers with a familiar educational construct that serves as a foundation for understanding how
to incorporate primary sources into their teaching practices (Ensminger & Fry, 2011). These six
practices guide teachers through a hierarchical, comprehensive process of incorporating primary
sources into a curriculum.
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Prior research has established the groundwork for improving professional development.
Administrators, educators, and PD providers understand what constitutes effective professional
development and what does not. Some of the biggest culprits for teachers who experience
ineffective professional development are time, money, and resources for sustainability of
acquired knowledge. Professional Development research also suggests that collective
participation (i.e., opportunities to work on an ongoing basis with teams of educators) is also
characteristic of high-quality professional development.
The main objective of professional development is a positive change in student learning.
A three-year study of professional development involving cases also showed clear evidence of
change in teacher practice and increased student achievement. Coherent PD activities enhance
teacher knowledge and skills and, more importantly, have an important positive influence on the
change in teaching practices (Garet et al., 2001). The results of a long-term PD project (Park
Rogers, Abell, Arbaugh, Hutchins, & Cole, 2005) suggest that if the ultimate purpose of PD is to
improve student learning, then PD must take into account students’ learning needs. For this to
occur, PD facilitators must instruct teachers on how to use student data to inform their teaching
practice. This task requires facilitators to model for teachers how to design appropriate
assessments, diagnose student needs from these assessments, and continually modify a
standards-based curriculum to address students’ specific learning needs. Such use of data may be
considered a form of action research, which can be essentially described as inquiry that is
systematic, intentional, collaborative, and democratic in both intent and process. When
performed by teachers, action research can be an instrument of critical change about the
conditions and contexts of their work that will help them learn about and ultimately shape
practices to fit their unique teaching settings (Price, 2001, p. 44).
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Preparing Preservice Teachers to Use Primary Source Instruction
The movement behind historical thinking and the use of primary sources has focused
largely on in-service teachers. On the other hand, not much research has been conducted in the
area of training preservice teachers (Keirn & Luhr, 2012). The movement has been slow because
teachers have not been adequately trained on how to effectively use primary sources to meet
standards which would, in turn, encourage students to use higher-level learning skills (Lee, 2000;
Clarke & Lee, 2005).
Morewood, Ankrum, and Bean (2010) reported that educators claimed to benefit from PD
participation when it was connected to their previous experience, which would help them shore
up an area of need. Sustained professional development can be a way for teachers to become
aware of their learning as well as provide a transformational learning experience, from which
they can assess and improve their own methods, knowledge, and skills (Loucks-Horsley, 2003).
Higher education needs to move towards providing students with more access to state-of-the-art
technologies, social networks, and digital resources to encourage new ways of thinking, build on
technology skills, and meet student technology expectations (Morewood et al., 2010). Using
action research as a PD model, allows teachers to take ownership of their work and determine
training and development needs.
In a study by Fehn and Koeppen (1998), preservice teachers analyzed primary sources to
answer document-based questions. These prospective teachers were then asked to use what they
learned in their classroom experience to examine their pedagogical values regarding the use of
primary sources with students. Through interviews, sample lesson plans, and reflections, it
became evident that the preservice teachers had positive attitudes towards using primary sources
in the classroom stemming from experiences in their social science methods course. The
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researchers concluded that using primary sources in social science social methods courses can
have a favorable impact on preservice teachers’ pedagogical beliefs when entering the social
studies classroom (Fehn & Koeppen, 1998).
Lee (2001) conducted a study of preservice teachers enrolled in a secondary social
science methods course using digital historical sources. Participants in the study had difficulties
using primary sources to understand controversial issues. In particular, when using digital
primary sources, “teachers have to address their own personal beliefs, attitudes, and perceptions
regarding the controversial character of some documents” (Lee, 2001, p. 17). Nevertheless,
preservice teachers were able to see the value of using primary sources to present multiple
perspectives in understanding the past. Foster and Yeager (1998) argued that methods professors
should gain a better understanding of what their preservice teachers believe about historical
thinking and about using primary sources. The professors also found that preservice teachers
need to be exposed to multiple perspectives, especially multiple global perspectives. Methods
courses can help preservice teachers develop the skills they need to keep an open mind and teach
controversial issues objectively.
In a study by Waring and Torrez (2010), social science methods professors used digital
primary sources to teach historical perspectives and to model teaching strategies. The study
focused on elementary education majors and their impressions regarding primary source use in
the classroom. Preservice teachers in this study recognized that using digital primary sources
“made history real, challenged assumptions, helped them understand content, and helped [them]
see perspectives” (Waring et al., 2010, p. 300). Students began to understand a connection
between their understanding of primary sources and how primary sources can be used to develop
understanding and new knowledge in the classroom. Social studies methods professors are
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committed to helping preservice teachers learn to teach. Using digital primary sources and
historical inquiry-based assignments can strike a “balance between teaching discipline-related
content and teaching instructional strategies” (Waring et al., 2010, p. 303).
Cooperating teachers believe social science methods courses need to focus on hands-on
activities, current teaching strategies and methods, and knowledge about how to read nonfiction
text to learn content (Henning & Shin, 2010). It is also deemed essential that preservice teachers
create and implement standards-based instruction. Henning and Shin (2010) recommended that
preservice teachers examine Illinois Social Science Standards to understand the expectations that
must be met. Methods professors should be teaching more hands-on, relevant, and motivational
strategies that preservice teachers can use in their professional practice. The study also identified
the importance for methods professors to collaborate more closely with literacy instructors and
others to model how to establish meaningful connections between social studies and other
content areas.
Frameworks for Integrating Primary Sources into Curriculum
The following frameworks from Fresch (2004), Tally et al. (2017), and Lee and Swan
(2013) can guide preservice teachers through a process of learning how to teach with primary
sources in their classrooms. Using a framework for primary source instruction prepares
preservice teachers to create classroom environments that encourage inquiry through engaging
hands-on activities.
In this first framework consisting of preservice teacher experiences, Fresch (2004) sought
to build an understanding of primary sources and how to integrate them into the curriculum.
Based on strategies used in preparing future preservice teachers for the elementary level, Fresch
(2004) proposed a framework with the following practices:
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•
•
•
•
•
•
•

Assess preservice teachers’ prior knowledge about primary and secondary sources
Provide experiences of working with a variety of primary sources through simulation
and hands-on activities
Model historical inquiry through the examination of primary sources
Justify the use of primary sources with students through theories
Access primary sources
Use primary sources in field experiences and student teaching
Reflect on experiences of using primary sources

With the exception of “justify the use of primary sources with students through theories,”
the framework above closely mirrors in-service professional development. It is important for
preservice teachers to understand the purposeful integration of primary sources into instruction
because the action must be “based on theories of teaching and learning” (Fresch, 2004). By
teaching theory alongside primary source instruction, preservice teachers begin to make
connections to theories and primary source instructional practices. In this way, preservice
teachers learn according to constructivism; meaning is constructed by the learner, with prior
knowledge playing a major role in this construction (Fresch, 2004).
The NCSS Position Statement asserts that
student construction of meaning is facilitated by clear explanations, modeling, and
interactive discourse. Explanation and modeling from the teacher are important, as are
student opportunities to ask and answer questions, discuss or debate implications, and
participate in compelling projects that call for critical thinking. (NCSS, 2016, p.182)
Developing a framework for primary source instruction prepares preservice teachers to create
classroom environments that encourage inquiry through engaging hands-on activities.
Based on their review of primary source literature, Tally, Goodman, and Blinder (2017)
created this next framework which has eight components of effected primary source learning
tasks that involve:
•
•

a driving question that is compelling, and which frames the inquiry, the sources, and
the culminating task.
accessible primary sources that are appropriate sources of evidence for the inquiry
question.
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•
•
•
•
•
•

a hook that engages students in the question and taps into their prior knowledge.
historical background knowledge is built through the task, and helps students’ frame
sources and questions in historically accurate ways.
guiding questions that support students as they interpret the sources and gather
evidence.
classroom talk to allow students to develop and test their ideas, and teachers to model
disciplinary thinking.
culminating tasks that ask students to develop substantiated claims about the driving
question.
assessment opportunities that allow teachers to target misconceptions and also allow
students to both receive and act upon feedback.

Finally, the College, Career, and Civic Life (C3) for Social Studies Standards provides an
instructional framework that merges literacy instruction into social studies instruction (Lee &
Swan, 2013) and serves as a guide in preparing preservice teachers to teach social studies. The
C3 Framework includes 13 inquiry literacies, including activities such as:
•
•
•
•
•
•
•
•
•
•
•
•
•

Questioning
Selecting sources
Gathering information from sources
Evaluating sources
Making claims
Using evidence
Constructing arguments and explanations
Adapting arguments and explanations
Presenting arguments and explanations
Critiquing arguments and explanations
Analyzing social problems
Assessing options for action
Taking informed action
Summary of Chapter II

This literature review provides clear ideas on the definition of primary sources, how
primary sources can be integrated into instruction, the importance of standards-based education,
professional development for in-service teachers, and primary source use with preservice
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teachers. Studies underscore the importance of the understanding of standards-based education
and integration of primary sources into the curriculum.
Using appropriate pedagogical techniques such as “thinking like a historian,” SCRM-C,
and inquiry can further the use of primary sources in standards-based activities and lessons. To
develop an understanding of primary sources in the curriculum, practicing teachers can benefit
from effective PD training, whereas preservice teachers can receive training through social
science methods courses.
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CHAPTER III: METHODOLOGY
Research Problem
This chapter describes the methodology and procedures used to explore the nature of
primary source instruction in social science methods courses in Illinois. In this chapter, I
explained the purpose of the study, the research questions, the research procedures, data analysis,
validity concerns, and limitations.
This phenomenological research study was conducted using social science methods
professors in the state of Illinois. Creswell (2013) stated that a phenomenological study
“describes the common meaning for individuals of their lived experiences of concept of
phenomenon” (p. 76). I interviewed six social science methods professors from Illinois higher
education institutions. The participants in this study described their teaching methods of
preparing preservice teachers to use primary source instruction with students.
Research Procedures
The professors were chosen based on two criteria: they used primary source instruction
with their preservice teachers, and they had a relationship with the Teaching with Primary
Sources (TPS) program. This set of participants were chosen based on their shared experience of
teaching and also preparing preservice teachers in primary source instruction during their
students’ teaching experiences. O’Reilly (2012) maintained that purposeful sampling is used to
“access people, times, settings, or situations that are representative of a given criteria” (p. 44).
Their instructional choices influenced what and how new teachers in the field approach teaching
with primary sources in their future classrooms. The methods professors in this study
experienced similar events and helped me “develop a composite description of the essence of the
experiences for all of the individuals” (Creswell, 2013, p. 76).
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The amount of exposure to new methods and strategies that preservice teachers gain is
directly influenced by the information and instruction they receive from the college professors
who are preparing them for the classroom (Ferrini-Mundi, Burril, & Schmidt, 2007). Social
science methods professors were chosen for this study, so the research reflects both the if and at
which levels preservice teachers are interacting with primary sources. By analyzing strategies
and instruction, this study gathered instructional practices for primary sources with preservice
teachers.
Participants volunteered to be a part of this study and were instructed that they may end
their participation in the study at any time without risk or harm. Participants were recruited from
six institutions that have had or currently have a relationship with the Teaching with Primary
Sources (TPS) program. The Teaching with Primary Sources program is funded by the Library
of Congress and “extends the reach and use of the TPS program by creating curriculum,
delivering professional development to preservice and in-service teachers, and contributing to
research on effective strategies for incorporating primary sources into K–12 instruction”
(Teaching with Primary Sources Partner Program, para. 1). Present and past Illinois TPS grantees
at the eleven institutions were contacted to develop a list of practicing social science methods
professors who use primary source instruction to prepare preservice teachers. The six
participants were identified and were sent an invitation to participate by email (see APPENDIX
A). I began by inviting elementary social science methods professors from the eleven institutions
to participate in this study. After extensive emailing and phone calls, six participants who
prepare preservice teachers for k-8 classrooms were chosen to participate in the study based on
the study criteria.
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Each participant had the opportunity to meet in person or at a location of their choosing
or use video conferencing options such as GoToMeeting or Zoom. Each participant chose to
meet in person at their institution. Each were made aware that the information they shared will
be confidential and ethical standards will be maintained. Each participant’s informed consent
was obtained, and a detailed explanation of the study was distributed (See APPENDIX B).
Qualitative Techniques
This study was based on semi-structured interview questions (See APPENDIX C),
observations, and document analysis that assisted in identifying and understanding the practices
towards primary source instruction by post-secondary K–8 social science methods professors
teaching preservice teachers. The participants in this study were asked open-ended interview
questions so that their specific experiences and practices could be identified. These types of
interview questions are grounded in social constructivism. Creswell (2018) explains that the
“interviews involve unstructured and open-ended questions that are few in number and intended
to elicit views and opinions from the participant” (p. 187) shared through broad interview
questions. Detailed notes and consented recordings of each session allowed for accurate data
collection.
The semi-structured interview process was used to allow participants the freedom to
describe and elaborate on specific interview items, but it also permitted me to guide and direct all
responses back to primary source instruction with preservice teachers. I facilitated the process
with a series of direct questions that were posed by this study. The questions were
predetermined; however, questions were not closed or overly structured so as to allow for open
dialogue. The answers informed me with detailed information to use in the analysis process of
identifying common themes among interviewees’ responses.
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All participants received an identical set of questions that were coded to ensure
confidentiality, which is appropriate for reporting and data analysis. Participants were
interviewed in person and, with their permission, recorded to capture all comments and
discussion. As the face-to-face interviews were being recorded, I wrote field notes in a notebook
so I could refer back to them as I was transcribing each individual interview. Questions were
asked in a predetermined sequence as outlined by the interview questionnaire to help the flow of
conversation. Participants were asked to elaborate and clarify as necessary to obtain adequate
information for each question. Data was collected through the semi-interview process. Recorded
interviews were transcribed and organized by question.
After being interviewed, five of the six participants were observed during class
instruction. I was introduced to the students as I sat in the back of the room. I created a running
recorded, writing everything that was said and done during the observation. The running record
was used to compare what was demonstrated in class to what was said in the interview and what
was written in the syllabus. There may have been some bias due to the interview being conduct
first in five of the six cases. What was said in the interviews may have influenced what was
demonstrated in the classroom instruction. The participants may have felt compelled to
demonstrate what they had said in the interview in their class instruction. As one of the
participants was observed first and then interviewed due to class schedules. This participant
spoke about what happened during the observation in the interview.
Potential bias may have occurred because of the effect of demand characteristics on
participants (Eveleth & Pillutla, 2003). The most common of these concerns is that of
participants’ changing their behavior on the basis of the expectations of the experimenter.
Participants may respond by exhibiting behaviors designed to confirm the hypothesis, thereby
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serving as a good subject; (Nichols & Maner (2008). p. 152). This research was an exploratory
study without a developed hypothesis. However, interviewing participants may have influence
their primary source instructional behaviors during the observations.
Syllabi were collected from the six participants and reviewed using the research
questions. I examined each syllabus using an analysis guide I organized by the research
questionnaire. The syllabi, interviews, and observations where examined in conjunction to
determine commonalities and themes. The cumulation of these three sources provided rich data
that informed the outcome of this study.
Data Analysis
The data was analyzed in a manner consistent with methods described by Creswell and
Creswell (2018) in a five-step process: organize and prepare the data for analysis, read, or look at
all the data, code all of the data, generate descriptions and themes, and represent the descriptions
and themes (p.193–198). The information was evaluated for the presence of common themes.
Common themes, ideas, and opinions were analyzed and coded to answer the research questions
posed by this study. Specific codes were developed to allow the categorization of responses. I
played an important role in the interpretation of the data and “[attempted] to achieve a sense of
the meaning that others give to their own situations” (Smith, 2005, p.12). The themes are the
basis for answering the research questions posed by this study. The analysis and coding of the
data helped determine the extent of knowledge about primary source instruction possessed by the
social science methods professors being interviewed and the specific strategies they use to teach
their preservice teachers primary source instruction.
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This study explored the following questions:
1. What level of experience and knowledge do social science methods professors have
with primary sources?
2. What specific instructional practices/strategies are social science methods professors
implementing to teach preservice teachers about primary sources?
3. What are social science methods professors observing in preservice
teachers to determine if they understand primary source instruction?
Trustworthiness and Authenticity
My role played a vital role in the delivery and effectiveness of the instrument. During the
interview process, I was mindful of letting the interviewee talk about their own experiences.
Marshall and Rossman (2006) explains how the researcher needs to thoughtfully think about
their role “because most participants detect and reject insincere, inauthentic people” (p. 79). The
data was gathered through face-to-face interviews and was transcribed from notes and
recordings.
Triangulation took place by using multiple methods of data collection and cross-checking
(Merriam & Tisdell, 2015). Cross-checking occurred through an examination of how interview
questions were answered compared to document analysis and observation. Detailed notes, in the
form of a running record, was written in a field notebook to record the observation experience
and later use as a comparison document. To confirm internal validity, participants were sent their
transcribed interviews and observations to solicit feedback. Participants were asked to look
through the raw data gathered through the interviews, observations, and document analysis.
Participants were contacted through email and asked to reply within thirty days. Each participant
shared their thoughts about the transcriptions, write-up, and raw data. All participants found the
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data to be favorable and expressed their excitement about reading the final dissertation. Some
commented on their change in practice since my visit (e.g., they switched to direct instruction to
access primary sources or they implemented a different way of making assessments). In 2005,
Maxwell (as cited in Merriam and Tisdell, 2015) explained that member checking “is the single
most important way of ruling out the possibility of misinterpreting the meaning of what
participants say and do and the perspective they have on what is going on, as well as being and
important way of identifying our ow biases and misunderstanding of what you observed” (p. 11).
I have twenty-nine years of experience in education and fourteen years of experience
with the Teaching with Primary Sources program. Given this background, I brought personal
experiences, expectations, and bias to the interviews. Being mindful of these factors, I
systematically conducted the interviews to avoid unnecessary human interference with the results
and analysis. The semi-structured interviews were conducted with a set of predetermined
questions for the respondents to answer in their own words. The answers were recorded to avoid
error.
Significance of the Study
Preservice teachers are the key to changing the ways that learning and achieving
standards occur in the classroom. However, they are not always prepared in using primary
sources to develop inquiry, critical thinking, and content knowledge to be successful. It is critical
that preservice teachers understand primary source instruction to develop these skills in students.
Preservice teachers are the future of teaching. The Illinois Learning Standards place a significant
emphasis on integrating primary sources, across both the curriculum and all grade levels (ILS
Social Science Standards, 2017). In light of increasing mandates to incorporate primary sources
across the curriculum, this study will add to the scholarly conversation about how to effectively
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train preservice teachers in primary source instruction to meet these challenges. Exploring the
attitudes and practices of social science methods professors in how they use primary source
instruction will assist in developing effective practices to inform future educators.
There are limited studies that explore the attitudes and practices of social science
methods professors to teach preservice teachers how to use primary sources with students.
Exploring the nature of primary source instruction in social science methods courses is
applicable to understanding the attitudes of professors teaching the courses and the strategies
they use to develop student understanding.
Limitations of the Study
The sample for this study was confined to social science methods professors in Illinois
universities that have teacher preparation programs. The participants were selected based on their
exposure to primary sources through the Teaching with Primary Sources program funded by the
Library of Congress. The sample size may limit the generalizability of the study results and
findings. The results of this study are not to be used as a generalization of all social science
methods courses. The findings to this study may be transferable to other studies that focus on
primary source instruction at the higher education level. Transferability is providing the reader
with enough detailed descriptions and evidence to determine if the research findings will be
applicable to other context, situations, times and populations (Merriam, 2009) It is a study to
begin the conversation about effective practices in preparing preservice teachers to use primary
sources in the classroom.
Summary of Chapter III
Primary source instruction is an important factor in preparing preservice teachers for the
classroom. With the adoption of the Common Core in Illinois and the Illinois Learning Standards
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for Social Science, it is mandated that educators include primary sources to develop critical
thinking and inquiry skills across disciplines. As a result of the adoption of these standards,
preservice teachers will need to develop primary source instructional practices to use in the
classroom as new teachers. Exploring how social science methods professors prepare preservice
teachers to meet these challenges can begin the groundwork of developing effective primary
source instructional practices in social science methods courses.

52

CHAPTER IV: PARTICIPANTS INTERVIEWS
For this research study, six professors were interviewed in person at their respective
campuses using semi-structured interview questions. The semi-structured interview process was
chosen for its flexibility in allowing elaboration on each question, a process that enabled the me
to guide interviewees back to the original questions. After transcribing the interviews in their
entirety, I made observations and conducted an analysis of course syllabi for triangulation of
data. Next, after being organized into sections (interviews, observations, and syllabi; see table
1,2 & 3), the data was analyzed for key findings in an attempt to answer the research questions.
The key findings were then summarized.
All six interviews, observations, and syllabi were analyzed and coded to identify common
themes that emerge in each section. In this chapter, these themes are discussed in three separate
summaries (separately labeled as Experience and Knowledge of Primary Source Instruction,
Instructional Practices and Strategies, and Primary Source Understanding), which correspond to
topics covered by the interview questions.
Implications, comparisons, and further discussion of interview themes are included in
Chapter V: Data Analysis and Findings.
Demographics of Interviewees
Professors in this study came from six of the 50 post-secondary institutions in the state of
Illinois that offer teacher preparation programs (ISBE, Directory of Approved Programs).
Representing both private and public, these six institutions range in size from large, and urban
universities to small, rural colleges. Experience in teaching social science methods at the postsecondary level varied among the professors, ranging from one to 35 years of experience in the
field. All six professors have had or have student teacher observation responsibilities during the
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time of this study. All professors taught a social science methods course during the 2019–2020
school year.
Executive Summary of Each Interview
Each interview was analyzed for key information in each section. The following are
synopses of each interview that was conducted. Each contains summaries of three sections:
Experience and Knowledge of Primary Source Instruction, Instructional Practices and Strategies,
and Primary Source Understanding. These categories correspond to the interview questions that
were posed by the study.
Interview 1
The professor for Interview 1 is highly experienced and has been teaching social studies
methods courses for 15 years. When interviewed and observed, he was teaching Elementary and
Middle Level Social Studies Methods.
Experience and Knowledge of Primary Source Instruction. This professor has a great
deal of knowledge pertaining to primary sources. He was a former TPS program director and has
conducted primary source workshops, projects, and research. His use of textbooks is limited; he
uses them sparingly to introduce the integration of history into literacy, establish vocabulary, and
to help students recognize how historical thinking is based on questioning, analyzing and
synthesizing information. Professor 1 describes textbooks in the following way:
I find textbooks frustrating because an author may be a rock star in x, y, and z and then
they need to talk about geography and that is just not their area. Whereas using a
compilation of readings from research articles from Social Education, Social Studies of
the Young Reader [sic], and others for elementary education classes and middle
education classes is much more effective. (P1, Interview 1)
As evidenced by his syllabus, Professor 1 uses supplemental material such as research
articles and requires his students to become members of the National Council for the Social
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Studies (NCSS) to access its articles and materials. During the observation of his class, students
were required to read a research article that described the usefulness of primary sources in the
elementary classroom. Students were then instructed to pick one sentence that was relevant to
today’s classroom.
To begin their study of primary sources, Professor 1 had preservice teachers create a
concept map of social studies and primary source vocabulary, which will be revised over time as
they gain new knowledge. Next, he had them define both primary sources and social studies.
After having already asked administrators, “What do you like to ask our preservice teachers
when they are applying for a job in your district?” (P1, Interview 1), Professor 1 then had his
students consider what literacy will look like in social studies classrooms and how primary
sources will fit into their definition. He also introduced students to historical thinking by having
them compare their experiences as social studies students to what social studies looks like when
primary sources are woven into instruction.
Professor 1 employs a variety of primary sources, photos, newspapers, political
cartoons, and paintings. At the time of his observation, students analyzed a painting and used
documents to support their claims. He dedicates an entire class period or, if needed,
supplementary class periods to discussing databases, including the Library of Congress, National
Archives, and Facing History and Ourselves, along with other reliable databases of local
museums and libraries. Students learn to use these databases to find relevant primary sources
suitable for instruction.
Instructional Practices and Strategies. Professor 1 showed students that there are
challenges to calling sources primary and secondary. His strategy to help them grasp this concept
was to arrange students in groups where they created charts with separate spaces for primary
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sources and secondary sources, along with their definitions. He explained that determining
whether a source is primary source starts by considering whether or not it helps answer questions
about what is being studied.
If the question is, “What did students learn about the Civil War in the1930s?,” then a
textbook is the primary source that helps answer the question. I like to refer to sources as
direct versus indirect sources. Students ask questions, gather sources, and determine what
sources are more appropriate to answer their questions than others. Which is a nice tie-in
where we can talk about “Is it a direct or indirect source?” related to answering the
question. (P1, Interview 1)
The scenario he described is not merely intended to verify if a source is primary or secondary.
He wanted students to recognize that there can be more than one right answer to a question,
depending on how the source is used.
During the class observation for Professor 1, students analyzed a painting as a primary
source and speculated if the painting, which was created 100 years after an event took place,
represented either the creator’s point of view or the event itself. They were urged to justify their
claims with evidence from primary sources. They were also instructed to present their
conclusions about whether or not the painting is a primary source that will help answer the
questions posed.
To expand students’ understanding of primary sources, Professor 1 trains preservice
teachers how to create assessments with the following approach:
It is much more effective to start with student assessments and determine where they are
with the skills, instead of going in and start talking and teaching without knowing the
students’ skill level. The norm is to create generic lessons and activities that “shoot for
the middle”; I think that is a mistake that we have made in education and teacher
education is we focus so much on instruction without understanding who our students are
and what they already know about a specific topic or skill. (P1, Interview 1)
Professor 1 had preservice teachers create an assessment that assess whether students can
correctly identify claims using primary sources and use evidence to support their claims. They
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were also asked to alternate taking on roles of a student and teacher as they shared their
assessment with each other and gathered valuable feedback to make revisions. Professor 1 stated
he would provide feedback before preservice teachers gave the assessment to elementary
students. He directed preservice teachers to gather data from the assessment to determine how to
scaffold primary source activities that would assist elementary students in their learning. On the
instructional side, once preservice teachers figure out who their audience is and what their
learning needs are, they can begin developing lessons that use Book Builder. Professor 1 talked
more about this tool:
Book Builder is a free computer program developed by CAST Universal Design for
Learning in which educators can develop digital books. The digital books allow educators
to create lessons that support students with their learning needs. The Book Builder has
digital agents that pop up and give more information about the sources. That’s
scaffolding. (P1, Interview 1)
Professor 1 provided students with opportunities to read research articles that reiterate
how primary sources can support historical thinking, inquiry, and critical thinking skills. He also
places preservice teachers with former preservice teachers who are now practicing in the
field. Professor 1 believes that alumni who use primary sources and allow preservice teachers to
practice in their classrooms play an important role in helping support the continued use of
primary source instruction. He also believes edTPA, C3 Framework, and Illinois Learning
Standards for Social Studies have propelled primary sources to the forefront.
It is no longer cutesy stuff. Now it [edTPA] is what preservice teachers have to do to get
a license so, bickering aside, it is about how we can support our preservice teachers. The
real value is when preservice teachers and practicing teachers see students engaged in
primary source instruction. (P1, Interview 1)
Professor 1 has opportunities to see preservice teachers in action. By being able to go into
the field to talk with those in the student teaching phase along with their cooperating teachers, he
can confirm the following: “What also helped is just me being engaged with our classroom and
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working with preservice teachers and teachers. That has been essential” (P1, Interview 1).
Working with preservice teachers and practicing teachers has allowed him to stay up to date on
current instructional practices involving primary sources.
Professor 1 used inquiry strategies such as questioning, analysis, “thinking like a
historian,” and creating assessments based on claims and evidence. He believes scaffolding
strategies such as modeling, incorporating visual aids, “pair and share,” jigsawing, and adapting
the primary source for the learner’s specific skill level help meet the needs of all learners. He
models teaching practices while engaging preservice teachers in a discussion about pedagogical
choices for engaging inquiries.
Primary Source Understanding. To determine if preservice teachers have become
proficient with primary source instructional practices, Professor 1 had students create primary
source assessments and activities, analyze student work samples, and use educational online
tools. He has students create using Book Builder as a formal assessment of their understanding of
effective primary source instruction. Professor 1 added that Book Builder not only equips
educators when they create activities, lessons, and units, it also has many tools that allow for
scaffolding of skills.
That goes back to Day One of historical questions, analyzing sources, and coming up
with a final answer to a question that is the process. This is the hard part, putting it all
together. Not just finding a source, but how they have to find a source that connects to the
essential questions. The essential question has to be at the heart of the discipline, it has to
have more than one right answer, it has to be higher-order thinking, and they have to find
multiple sources to support all of that. (P1, Interview)
Professor 1 wants preservice teachers to see how to integrate literature into their teaching
strategies, create inquiries that prepare a student for “thinking like a historian,” and assess
student understanding beforehand to create primary source lessons that meet the different needs
of learners in the classroom.
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Interview 2
The second professor interviewed described herself as a newcomer to social studies
methods, having taught only two sections last spring. She is experienced with using primary
sources and has been working with the TPS program for the last three years.
Experience and Knowledge of Primary Source Instruction. Professor 2 uses a
National Geographic textbook as well as an online textbook program that helps preservice
students create social studies activities and lessons entitled Social Studies Alive! America’s Past
by TCI, a K–12 publishing company. Professor 2 describes the TCI program as:
Helping preservice teachers understand collaboration groups, room set-up, building
themes, icebreakers, effective environments and much more. I also want them to learn
how to read a textbook, to know how to use their time wisely if they are required to use a
textbook with their students. (P2, Interview 2)
She uses research articles, guest speakers, and field trips as other materials to help students learn
about primary source instruction.
Professor 2 started with simple questions such as “What are primary sources?” and
“What is social studies?” to begin a conversation and assess what students already know. She has
students look at the Illinois Learning Standards for Social Studies and the Inquiry Arc of the C3
Framework (or the C3 Inquiry Arc). The C3 Inquiry Arc is a group of inquiry skills —a set of
interlocking and mutually reinforcing ideas that feature the four dimensions of informed inquiry
in social studies, which are 1) developing questions and planning inquiries; 2) applying
disciplinary concepts and tools; 3) evaluating sources and using evidence; and 4) communicating
conclusions and taking informed action (Swan et al., 2013, p. 12). She then used a Mindwalk
activity where students explore the contents of their book bag or purse and discuss what each
primary source tells about their life. She also used the KidCitizen app that focuses on introducing
primary sources to elementary students through interactives.
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Like Professor 1, Professor 2 dedicated an entire class period and supplementary class
periods as needed to discussing databases such as the Library of Congress, National Archives,
the Facing History and Ourselves website, the online JFK Library, the Illinois State Library in
Springfield, local museums, local libraries, and other reliable databases. She collaborates with a
current TPS director to develop strategies and activities to help preservice teachers comprehend
how, where, and why they can benefit from utilizing primary sources.
Professor 2 uses a variety of primary sources to help students gain a greater sense of how
to use different types of sources in activities and lessons. She uses visual primary sources such as
photographs and posters to develop student observation skills, saying: “I try to get preservice
teachers to understand that observation is such an important skill when analyzing primary
sources” (P2, Interview 2). She starts with visual primary sources and then adds in textual
primary sources that may need to be scaffolded for student learning.
Instructional Practices and Strategies. When introducing primary and secondary
sources, Professor 2 stated: “[Preservice teachers] discover it as they build it. If they don’t know
what primary and secondary sources are, we take time to discuss it, but I don’t do a formal lesson
on the two types of sources” (P2, Interview 2). She uses research articles, examples of ideal
lessons and activities, teaching videos, and discussion to help preservice teachers perceive the
value of primary source instruction. She said she is continually asking her students: “’Why do
you think I had you do these activities?’ I am always trying to get them to come up with why
they are doing different activities. I want them to understand the value, not just me telling them
the value” (P2, Interview 2).
Professor 2 uses assorted primary source instructional practices. She continually models
appropriate instruction for her students. For example, she has her students role-play as teacher
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and student and discuss how to troubleshoot difficult situations. She uses inquiry, starting with
the basics of “I see, I think, I wonder”; She then continues by using inquiry sheets from the
Library of Congress and the National Archives, which concentrate on “Observe, Reflect,
Question” with specific focus questions. She stresses the importance of Visual Thinking
Strategies (VTS), by asking three consecutive questions: “What is going on here (in the
picture)?” “What do you see that makes you say that?” “What more can we find?” She wants
preservice teachers to learn how they can act as facilitators to help students engage in
conversations and discover new knowledge. She uses teacher curriculum strategies from
www.tciteach.com (the TCI website), which includes these suggestions:
•
•
•
•
•

Use short memorable experiences to help students grasp social studies concepts.
Prepare our students for a safe, successful experience.
Make the experience as authentic as possible.
Allow students to express their feelings immediately after the experience.
Ask carefully sequenced questions to help students make connections between their
experience and key concepts or events.

She explained that most of these are strategies students will read about in research articles or in
TCI’s Social Studies Alive! book online.
At the time when Professor 2 was being observed, students were arranged into groups,
each having been given a set of photographs from the local area. One student was assigned as the
teacher-leader to direct the “I see, I think, I wonder” activity. Each of the teacher-leaders were
given a more advanced analysis sheet from the Library of Congress to generate higher-order
thinking questions. Professor 2 explains:
I try to model what good teaching strategies look like. I don’t lecture; I break apart the
readings and have them jigsaw. I always try to use visual thinking strategies, claim,
support, … questions, and discuss scaffolding. As a class, we discuss the importance of
observation and asking questions. I am always asking them why we are doing these types
of activities. I want them to understand how valuable these types of strategies will be in
the classroom when they are working with students. (P2, Interview 2)
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Primary Source Understanding. Professor 2 has preservice teachers create a mini unit
(or mini module) as their primary source instructional assessment. Their task is to teach these
mini units in the classroom, specifically for demonstrating the integration of primary sources into
social studies instruction and VTS. Professor 2 explained how most of the preservice teachers
were not able to teach them because due to the lack of available time allotted for social studies in
the elementary classroom. She also has preservice teachers create activities and lessons
throughout the course. The students create Book Backdrops, which integrate primary sources and
activities to support children’s literature. She underscored that primary sources can be used in all
areas of elementary social studies, geography, civics, and history. She pairs primary sources with
literature, especially picture books. The preservice teachers are required to develop Book
Backdrops, which helps set the context of the place, time, and events that take place in the story.
Professor 2 explained how the books used can relate to any elementary discipline or subject
matter.
We talk about the different areas of social studies, not just history; it is all of these and
more. When a student wanted to use the book The Boy Who Harnessed the Wind, they
realized science is in it, and different countries. They were able to find primary sources to
support other subject areas and can easily be integrated into other areas of teaching. (P2,
Interview 2)
The Book Backdrops assignment integrates other subject areas such as reading, civics,
geography, and even science. According to Professor 2, Book Backdrops really made the
cooperating teachers open up and allowed the preservice teachers the opportunity to use them in
the classroom with students. The cooperating teachers saw the relevance to other subjects, not
just social studies.
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Interview 3
Professor 3 has been teaching social studies methods courses for three years. She teaches
Foundations of Social Science in Education in a small rural college.
Experience and Knowledge of Primary Source Instruction. This professor has some
knowledge of primary source instruction. She has taken a variety of primary source professional
development workshops through the TPS program. Her use of textbooks is limited. She uses a
textbook that was chosen by a professor who taught the course in previous years, Social Studies
Content for Elementary and Middle School Teachers (Fritz & Brewer, 2010). She describes the
information from the textbook as concise but is not something she would use due to its excessive
wordiness. She also uses the fourth edition of the Kids World Atlas, which she enthusiastically
recommends as a valuable tool: “It is absolutely phenomenal. I ask questions like world region
and world agriculture and it helps them grow accustomed to using an atlas. They are great
resources” (P3, Interview 3). She also models a variety of atlas-centered activities for preservice
teachers in the hopes that they will continue to use atlases when they become practicing
teachers.
Like Professors 1 and 2, Professor 3 does a formal introduction to searching for primary
sources. She calls on an expert from the TPS program to help preservice teachers navigate the
Library of Congress website and other online databases such as the National Archives, library
archives, and local archives. She talks with her students about how to find accurate information
and how using sites like Wikipedia are not reliable places to find primary sources. She introduces
primary sources by starting with cave drawings and looking at the very beginning of historical
drawings. She emphasizes to students how important it is to use observation skills and how to
source information. She asks her students to consider “What are primary sources?” and “What is
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social studies?” Additionally, Professor 3 uses a variety of primary sources including artifacts for
students to examine, saying that “analyzing artifacts brings a new primary source understanding
into the classroom. Students begin to understand that digital primary sources are real artifacts
that are housed in libraries, museums, and in other collections” (P3, Interview 3). She has a
variety of artifacts from other countries for preservice teachers to explore and discuss how they
could be used in the classroom as instructional tools.
Instructional Practices and Strategies. Professor 3 has her students take part in an
activity that compares primary and secondary sources, with one source being an actual picture
while the other is an artist’s rendition. They discuss which one really happened and the ways in
which they can determine which is a primary source.
She wants her students to be observant and know how to use sourcing skills when
working with primary sources. She models ways for students to teach with primary sources.
Professor 3 also has her students take on the role of both the teacher and the student:
Sometimes you have them to do the activities so they can understand what the kids
handle, what the kids need to know and to do. If preservice teachers are not capable of
doing the activity, then how will they relate back to their students in the classroom? (P3,
Interview 3)
She leads her students through discussions about the difficulties of each activity. Helping them
think about how to troubleshoot.
Professor 3 has her students use GRAPES (a tool for studying history; the letters stand
for Geography, Religion, Achievement, Political Systems, Economics, Social Structure) when
searching for primary sources from different regions of the world to use in activities. During the
observation of Professor 3, she used GRAPES to help students gain knowledge about African
Empires. Students worked in groups and searched for primary sources to complete the GRAPES
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strategy. They gave presentations on what information they discovered about their assigned
empire.
In addition, Professor 3 works with other strategies such as questioning, using inquiry
from the analysis guides from Library of Congress and the National Archives, and relating
history to current events. She wants her students to have a practical knowledge of how to adapt
primary sources for the needs of their students. She also wants them to realize that primary
sources can be used in all content areas. She believes that “thinking like a historian” and
understanding the importance of social studies are demonstrated in the standards.
The new Illinois Social Studies Standards, Common Core Standards, and C3 Framework
requires teachers to use primary sources. Social studies is pretty serious now that it has its
own standards. It is not something you can teach every other week. It is something that is
important, and the standards are telling you “Hey, you need to teach this” and in this way,
you should be teaching with primary sources. (P3, Interview 3)
She pairs children’s literature with primary sources to help students gain a greater
appreciation and background of a story being used in the classroom. She uses both historical
fiction and historical nonfiction to show preservice teachers how literature can be a powerful tool
for primary source instruction in subject areas other than social studies.
Primary Source Understanding. Professor 3 uses observation, activities, and lesson
plans to evaluate preservice students’ understanding of primary source instruction. She has
students search for primary sources to create a unit based on a historical figure and discover the
geography, economics, government, and culture of the assigned time period. The students were
required to develop an essential question; learn about instructional context, standards; and
objectives; differentiation strategies; scaffolding strategies including primary source adoption;
using children’s literature; and integrating primary sources.
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Professor 3 wants preservice teachers to realize that social studies is important and to be
persistent in searching for appropriate primary sources that relate to the topic under study. Also
of great significance is preservice teachers recognizing that primary sources need to be adapted
and adjusted to meet the needs of all students.
Interview 4
The fourth professor interviewed is very knowledgeable about primary sources and 16
years of experience. During this interview, his current course was Teaching Social Studies in
Middle and Secondary School.
Experience and Knowledge of Primary Source Instruction. Professor 4 has written
articles and books about using primary sources in education. He was a director with the TPS
program for 13 years. Besides teaching methods courses, he has conducted research and
numerous primary source workshops for educators.
Professor 4 does not use textbooks. He created a primary source guide and uses a
self-published book on using effective resources in social studies, saying: “I use my primary
source book because it is the only book on the market that teaches primary source instruction and
I wrote a guide for social studies. It is 26 pages and I use that. I don’t use any other books
because they are generic and they don’t fit” (P4, Interview 4). He uses various articles for
research and discussion purposes, presenting higher order thinking skills with each reading.
Using John Gast’s painting of American Progress, Professor 4 introduced students to
primary sources and the importance of knowing the context, prominence of a document, and
bibliographic information. He asked his students the following questions: “What is historical
literacy?” “What is visual literacy?” “What are primary sources?” “What is social studies?”
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These questions helped students think about what they already know and what they want to
know about these topics.
Professor 4 does not use class time to formally introduce preservice teachers to searching
for primary sources. Although he stated that “preservice teachers will find primary sources on
their own and don’t need a formal lesson to access” (P4, Interview 4), he did mention reliable
online sources such as the Library of Congress. He expressed that learning how to find primary
sources is no longer an issue, saying “students are savvy, and they know how to access primary
sources” (P4, Interview 4). In his opinion, students need to authenticate the website as well as the
source.
Many primary sources used by Professor 4 are visual. He highlights the significance of
visual literacy elements, and how they are not simply visual documents but are also graphic
organizers. In particular, he feels that “struggling readers, students with disabilities, and English
Language Learners [ELLs] find print harder to analyze and have more success with visual
primary sources” (P4, Interview 4).
He considers visual primary sources to be the most effective type of source to use with
struggling readers, ELLs, and students with disabilities. During the class observation, students
were engaged in a visual literacy activity. After they were given a photograph to analyze,
students were asked to write down the steps they used to analyze the photograph and to also
write a caption. Professor 4 says, “I point out to [preservice teachers], what you just did is an
assessment. I am assessing how you learn, how you do this already, so I know how to plan
instruction” (P4, Interview 4). He explained that this visual literacy activity can gauge how
students analyze photographs. Using an assessment first can help guide the instruction so the
needs of all learners can be addressed.
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Instructional Practices and Strategies. Like Professor 1, Professor 4 believes context is
important when discussing a definition for primary sources. He described an activity he
developed that initiates preservice teachers to the concept of primary sources. Preservice teachers
are given a map that shows Chicago in 1833; however, the map itself was created one hundred
years later in 1933. He asked students if this is to be considered a primary source. Professor 4
maintained that, “It is not a primary source of 1833. It is a primary source of how the creator in
1933 viewed [what] Chicago might have looked like in 1833. If you look at the source, from one
sense it is a secondary source; if you look at it from another sense, it is a primary source” (P4,
Interview 4). He believes using sources in the context for what is being studied is relevant when
considering primary and secondary sources.
Professor 4 said that “students first learn primary source instructional strategies through
modeling—they see what it is, how they can do it, and how it resonates with students” (P4,
Interview 4). To gain an awareness of a student’s perspective, he has students take on the role of
the student when troubleshooting activities. He wants preservice teachers to be in control of their
learning and beliefs. He also favors moving from a teacher-centered curriculum to a
student-centered one instead. To help students grasp social studies literacy, Professor 4 focuses
on literacy skills, historical literacy, and visual literacy. In addition to the inquiry process of
observing, reflection, questioning, and research, he has preservice teachers explore different
ideas and perspectives about historical events.
Primary Source Understanding. Professor 4 requires preservice teachers to sequentially
develop an inquiry-based learning model for a unit, a unit plan, and then five lessons. He offers
his reasoning for doing it this way: “So, each of their five lessons in the use of primary sources
are nestled within a larger context, which I think is very important to understand” (P4, Interview
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4). The idea behind this process, Professor 4 explained, is for preservice teachers to recognize
how they can use the same process to develop a unit, a lesson, or an exercise: “This allows you
to go ahead to be more effective and efficient with your time as a teacher” (P4, Interview 4).
Although not enthusiastic about the Illinois Learning Standards for Social Science,
Professor 4 asks preservice teachers in his syllabus to explore the C3 Framework of compelling
and support questions. Using assessments can guide the decisions preservice teachers make
about a plan of action to accommodate their learners’ needs. This could involve graphic
organizers, scaffolding, document-based questions, and culturally relevant teaching. He explains:
“Standards can be helpful to elementary teachers to understand what content needs to be
covered. The Danielson Framework [for Teaching] is more important than standards because it is
the framework used to assess teachers” (P4, Interview 4).
Professor 4 wants students to learn how to sequence learning from one day to the next; by
doing this, every day is not a “new day” but rather, learning continues to be built upon on
previously acquired knowledge. He believes standards narrow the scope and sequence of what is
being taught.
Interview 5
Professor 5 is somewhat experienced with primary sources and has been teaching social
studies methods for 12 years. During the time of this interview, she taught Methods and Content
of Teaching Social Studies.
Experience and Knowledge of Primary Source Instruction. Professor 5 has had some
experience with primary source instruction. During the summer of 2019, she completed a TPS
course in which she created a standards-based lesson plan. She does not use a textbook. It is her
opinion that “students don’t respond well to textbooks and a lot of my students have a lot of
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economic difficulties, so what I do now is create a textbook out of readings” (P5, Interview 5).
This consists of chapters from books, research articles, NCSS journal articles, and other
materials related to primary sources. In an introductory encounter to primary sources, students
put on a “museum exhibit” by displaying something about themselves with primary source
artifacts that tell about their lives. They are to bring in five items and relay the reasons for their
chosen items.
Professor 5 does not conduct a formal lesson to help students figure out how to access
primary sources. Instead, they can refer to a one-page list of various databases she has created.
Even so, she will teach a regular lesson on access if they seem to be struggling with locating and
obtaining primary sources. Since she strongly believes that visual primary sources can especially
appeal to students of multiple levels, Professor 5 utilizes a variety of sources that incorporates
photos, text, artifacts, newspapers, and videos.
Instructional Practices and Strategies. Professor 5 has students sort materials into two
groups, primary and secondary sources. Afterwards, she facilitates a conversation with the class
about primary and secondary sources. She employs “think-alouds”, verbalizing her thinking
while modeling lessons and activities for students. She has time built in so students can practice
as they assume roles both of teacher and student. By engaging students in a discussion, she has
them talk about the success and challenges of teaching with primary sources. Using Wineberg
and Martin’s (2009) “Tampering with History” article as a basis, she instructs her preservice
teachers about how to adapt primary sources: “I first model how to tamper with a document,
making it more comprehensive. I show them both the original document and the one that has
been adapted” (P5, Interview 5). Students then take the opportunity to adapt a document and

70

share it with the class, which is a skill they will use throughout the course and during lesson plan
development.
She uses books to teach controversial issues and demonstrates how these issues are
represented in children’s literature. During the class observation of Professor 5, preservice
teachers were asked to read books about the life of American activist, Jane Addams. They
analyzed primary source letters and photos about Addams to uncover perspectives about her
sexual orientation. Students examined various books on this subject to find the addition or
omission of certain details about her life. She also had students analyze the new mandate on
teaching sexual orientation and used the questioning techniques to comprehend the text.
Professor 5 also believes in preparing preservice teachers on how to develop essential and
supporting questions. According to professor 5, helping students create activities that incorporate
primary sources to answer those questions are valuable tools that guide instruction and learning.
She also instructs students on how to use questioning techniques developed by the Right
Question Institute, is a nonprofit educational organization that focuses developing the skills of
asking better questions. During the class observation, students sorted questions into open and
closed questions and were asked to develop their own set of open and closed questions. In other
related activities, they identified song titles as open or closed questions, and then they
independently came up with groups of questions based on the same primary source photo.
Primary Source Understanding. Professor 5 uses formal as well as informal techniques
to assess her students. She formally assesses her preservice teachers by having them create a
mini unit utilizing the C3 Inquiry Arc. Their mini unit must relate to the C3 Inquiry Arc, by
including history, economics, geography, and civics. The unit must consist of primary sources
that represent multiple perspectives. Professor 5 informally assesses preservice teachers through
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class discussion and activities. Finally, the unit must target Illinois Social Science Learning
Standards as well as use instructional supports and measurable assessment.
Interview 6
Professor 6 has been teaching social studies methods for two years. She previously taught
in Texas before moving to Illinois.
Experience and Knowledge of Primary Source Instruction. Professor 6 has not had
any formal training in using primary sources. However, she is at a university with a TPS program
on campus. Not using a textbook means she can avoid textbook costs and is more flexible in her
teaching. Besides research articles and podcasts, Professor 6 makes reference to the Illinois
Social Science Standards, NCSS Thematic Strands, and the C3 Framework for Social Studies
State Standards. During the first week of the semester, students are asked “What is social
studies?” and “What are primary sources?” Regarding her reasons for doing this, Professor 6 said
that “sometimes I will assign a podcast or give them the option to read an article. The podcast
covers the same material as the article, so they have the freedom to choose how to acquire the
information” (P 6, Interview 6).
To discuss the question “What are primary sources?” preservice teachers are assigned to
bring in text and photographs. During the observation, students presented their chosen items and
justified whether they believe each to be a primary source or not. Professor 6 led students in a
discussion about the factors that help determine if a source is considered primary.
Professor 6 uses a variety of primary sources such as text, newspapers, and photographs
to help students learn how to adapt primary sources, so they are age-appropriate. Drawing upon
Wineberg and Martin’s (2009) “Tampering with History” article, she said her biggest concern is
for her students to realize there are a variety of perspectives about a topic, and not just one. She
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said, “I do mix picture-based and text sources. I try to use primary sources that touch on themes
that will be taught in the elementary grades” (P 6, Interview 6). She considers it important to
focus on primary sources with multiple perspectives, so students discern the existence of other
voices besides the dominant perspectives that are often presented.
Instructional Practices and Strategies. The preceding lesson about the text and
photograph examples of primary sources intended for elementary grades serves as a springboard
for introducing primary and secondary sources. Professor 6 intentionally does not give a lot of
instructions for this assignment. Some students bring in what she considers primary sources and
others, secondary sources. She believes primary sources are the “original documents that were
created at the time” (P 6, Interview 6), whereas secondary sources represent the interpretations of
others. As students present each item, they explain their reason for deeming it to be a primary
source. As they are sorted, some are labeled as primary sources and others as secondary sources.
She does not give her students a formal lesson on accessing primary sources. She
provides a resource folder in Blackboard (a virtual learning environment) with links to the
National Archives, Library of Congress, museums, and university archives. She uses the “What
is a primary source?” activity to get a sense of what her students know about primary sources.
She admits that “I am kind of curious to see what they come up with and where they get their
sources because we don’t discuss it much before this activity. I will make suggestions about
where to find reliable primary sources” (P 6, Interview 6).
She assigns her students research articles and podcast to help them understand the value
of primary source instruction. She regularly refers to research throughout the semester, so
students continually think about the value of primary source instruction. At the time of her class
observation, a group of preservice teachers were asked to take on the role of a teacher while
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discussing historical thinking skills while the others were asked to take on the role of the student.
After the simulation, the class discussed what is meant by thinking historically, as well as the
challenges for teaching and learning this skill. Professor 6 uses various instructional practices,
like pairing primary sources with children’s literature.
I will walk them through the activity using children’s books. We will start with looking at
actual primary sources from the time period and then refer back to the children’s book to
see how the primary sources are linked to the storyline of the book. The book is based on
a true story and I have students look at the colorful illustrations compared to the primary
sources. (P6, Interview 6)
She also demonstrates how to work with primary sources. She shows her students a way
to adapt primary sources based on research articles that cover the topic, beginning with analysis
activities, observing, reflecting, questioning, and further investigation. Using the C3 Framework
and Illinois Social Science Standards (2017) as guides, Professor 6 engages her students in
inquiry, historical thinking, and culturally responsive teaching. They also practice and participate
in activities that allow them to experience the roles of learner and teacher, which leads to a
discussion about how to troubleshoot through difficult situations, scaffold learning, and approach
difficult topics. By employing the SCIM-C model of summarizing, contextualizing, inferring,
monitoring, and corroborating, students learn to appreciate historical sources within a historical
narrative.
Primary Source Understanding. For one of their assessments to evaluate their
understanding primary sources, Professor 6 has preservice teachers develop Journey Box
presentations. These boxes can be based on a person, event, or time period “that is a
counternarrative to traditional history and is appropriate to teach in an elementary classroom”
(P6, Interview 6). Journey Boxes are required to have four to six primary sources based on the
theme, with three to five guiding questions for each source, a citation identifying where the
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primary source was found, and a caption. The preservice teachers write a brief narrative to
explain their Journey Box, which is presented to the whole class set up in the style of a museum.
She goes on to describe: “Some students have the opportunity to incorporate the Journey Box
activity into their student teaching. Last fall I had a student who did a Journey Box based on fifth
grade and the students and the cooperating teacher really enjoyed it. That was awesome!” (P6,
Interview 6). Throughout the course students are also assessed on their presentations,
participation in discussions, podcast reflections, research article summaries, and an Arts in Social
Studies assignment. The Arts in Social Studies assignment require students to attend some form
art performance, museum, or gallery and then write about their experiences.
Summary of Experience and Knowledge of Primary Source Instruction
Question 1 asks, “What level of experience and knowledge do methods professors have
with primary source instruction?” All six of the methods professors use primary sources
throughout their instruction, which was indicated in the interviews, observations, and
syllabi. Three of the six professors use textbooks to supplement their primary source instruction,
describing their textbook use to be very limited. Three of the six professors have used textbooks
in the past and found them to be ineffective and costly for students.
All six professors use supplemental materials to support students in learning about
primary sources and primary source instruction. These materials include research articles,
supplemental readings, autobiographies, biographies, nonfiction, fiction, atlases, videos,
podcasts, online materials, artifacts, and primary and secondary materials.
Each professor used their own independent activities to introduce students to primary
sources. However, all six professors begin with the same basic questions such as “What are
primary sources?” and “How can they be used in the social studies classroom?” Students
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brainstorm the answers through a variety of activities. Primary sources are presented to
Professors 3’s students by way of a guest speaker from the Teaching with Primary Sources (TPS)
program. The expert guides students through activities that help orient them to primary sources
and beginning analysis skills. Using the American Progress painting, Professor 4 introduces
students to primary sources and the value of knowing context and bibliographic information.
Professor 5 has students create a museum exhibit about themselves with primary source artifacts
that tell about their lives. Students taught by Professor 6 are assigned to bring a primary source
text and pictures to class to justify why it is a primary source. All six professors believe
introducing primary sources is an important step to laying the groundwork for primary source
activities throughout the semester.
Each professor discussed the importance of accessing primary sources. Yet, each have a
different approach to cultivating primary source access skills in their students. Three of the six
professors use a formal approach to accessing primary sources. Professors 1, 2, and 3 dedicate an
entire class period and, if needed, supplementary class periods to discussing databases such as
the Library of Congress, National Archives, Facing History and Ourselves, and other reliable
databases from local museums and libraries. Professor 4 noted that “preservice teachers will find
primary sources on their own and don’t need a formal lesson on access.” Professor 5 gives
students a one-page list of databases they can use to access primary sources. Students can seek
out individual help from the reference librarian. If students seem to be struggling, Professor 5
will teach a formal lesson on accessing primary sources. Professor 6 also creates a resource that
is shared with students. All six professors introduce students to a variety of access points for
reliable primary sources via formal or informal instruction.
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As evident during the observations, all six professors focused on visual primary sources
such as photos, prints, artwork, posters, broadsides, and political cartoons. Photographs were
observed to be the most frequently used type of primary source in class activities.
Summary of Instructional Practices and Strategies
Question 2 asks, “What specific instructional practices/strategies are methods professors
implementing to teach preservice teachers about primary sources?” Four of the six professors
developed activities that intentionally distinguish between primary and secondary sources.
Activities range from sorting a group of sources into primary and secondary sources, comparing
primary sources with secondary, and finding reliable and accurate primary sources. Two
professors have a different perspective about primary sources altogether; in their opinion, any
source can be a primary source given the context.
Professors 1 and 4 begin with the challenges of calling sources primary and secondary
sources. They both believe students need to realize that a primary source should be selected
based on its capacity to answer the essential and supporting questions of an inquiry. Each of the
six professors implemented instructional practices or strategies to teach preservice teachers how
to be more effective with primary source instruction. All professors created a hands-on active
learning environment steeped in inquiry, and all are strong believers of modeling the use of
primary sources through compare and contrast, summarization, and making inferences. As each
professor modeled lesson activities, they used a think-aloud process to demonstrate the teacher’s
thinking process as they teach a lesson. Preservice teachers were allowed to role-play both as
teacher and learner, giving them both perspectives of how the lesson is perceived.
Professors highlighted the importance of using the strategy by pairing primary sources
with picture books. Professor 2 requires her students to create Book Backdrops that focus on
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finding primary sources that support a fiction or nonfiction story. Professor 3 uses children’s
literature with the GRAPES strategy. Preservice teachers choose a historical figure and research
their impact in a number of fields (such as history, geography, religion, arts, politics, economy,
and society), particularly since primary sources are used to support the research in each of these
areas. Professor 5 combines primary sources with books to teach controversial issues and show
how they are represented in children’s literature. Professor 6 uses picture books for multiple
strategies. She has students read picture books and gather primary sources to support the story.
She also has students develop a Journey Box based on a person or historical event supported by
picture books. Four professors integrate primary sources into literature in a formal way through
Book Backdrops, Journey Boxes, and GRAPES activities.
All six professors discussed the importance of selecting and adapting primary sources
with the students’ needs in mind. These adaptations range from using snippets of primary
sources, translating primary sources, and focusing on specific areas or sections of primary
sources. Whatever the adaption, all agree that the original primary source needs to accompany
the adapted primary sources to allow students to appreciate the distinction in comparison.
All professors agree that there are specific strategies that help preservice teachers explore
and understand the value of primary sources in instruction. Below is a list of strategies
commonly used in instruction by all of the six professors:
•

Modeling using “think-alouds” to help students know how to analyze primary sources
through compare and contrast, summarizing, and making inferences;

•

Adapting primary sources to fit a student's level of learning;
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•

Using inquiry processes including “I think, I see, I wonder” or “Observe, Reflect,
Question” to lead to further investigation, Stripling Model of Inquiry, “thinking like a
historian,” DBQs;

•

Scaffolding questions to move from lower- to higher-order thinking skills;

•

Pairing primary sources with picture books;

•

Using guided instruction to correct any misconceptions about a primary source or
time period, and make connections to current events;

•

Using contextual information about primary sources to provide background.

•

Using graphic organizers (e.g., Venn diagrams and QAR, or question-answer
relationships);

•

Using cooperative learning groups so students can work collaboratively when
examining primary sources; and

•

Deconstructing the primary source, such as dividing a photo into quadrants, so
students look at details.

Each of these approaches help students look for multiple perspectives within a single primary
source or within multiple sources to recognize bias and untold historical stories.
Summary of Primary Source Understanding
Question 3 asks, “What are social science methods professors observing in preservice
teachers to determine if they understand primary source instruction?” All six professors use
informal and formal assessments throughout the semester. Informal assessments include
observations, discussions, group work, and presentations. More formal assessments include
having students create assessments, or complete activities, lesson plans, or unit plans, Book
Builder, Book Backdrops, Journey Boxes, and GRAPES.
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In each of these assessments, preservice teachers are asked to not only use primary
sources, they were asked to integrate primary sources into instruction. In their final assignment,
they are asked to create a primary source-centered, inquiry-based learning experience that
accomplishes the following: assesses student learning, provides appropriate scaffolding support,
integrates primary sources that help answer supporting and essential questions modeled from the
C3 Framework, facilitates Illinois Learning Standards for Social Science, creates inquiry, and
measures student learning. All six professors emphasized the importance of preservice teachers
knowing how to adapt primary sources to meet diverse learning styles, providing multiple
perspectives, and creating an engaging, supportive learning environment.
Each of the professors require preservice teachers to integrate history, economics,
geography, and civics into their final assessment. They want preservice teachers to realize that
these disciplines are interconnected and should not be taught in isolation. They create their
assignments and assessments to include all areas of the social sciences within the Illinois
Learning Standards for Social Science. The professors are assessing if preservice teachers can
take what they learn about primary source instruction and how they would apply it in the
classroom.
Summary of Chapter IV
A summary of the interviewees’ responses and a summary of those responses were
provided in Chapter IV. The data from each interview was transcribed and analyzed. The
responses were coded for similarities and identified common themes with regards to the research
questions. Chapter V will further discuss the themes and implications of this research.
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CHAPTER V: DATA ANALYSIS AND FINDINGS
In 2019, the National Council for Social Studies (NCSS) announced a grant from the
Library of Congress Teaching with Primary Sources (TPS) program that “focuses on early
interventions in teacher education programs and primary source instructional training for
preservice educators” (Heafner, 2019, para. 2). The NCSS article continues to describe the
creation of online primary source instructional methods not only for preservice teachers but also
for methods professors to use in their social science instructional practices. As stated in Chapter
II, there is little research on the strategies social science methods professors use to train
preservice teachers to effectively implement primary sources into instruction. A study like this
one is timely in introducing research that identifies various strategies used in social science
methods classes to train preservice teachers for primary source instruction in the classroom.
The purpose of this study was to identify how social science methods professors across
Illinois are preparing preservice teachers to use primary source instruction in the classroom. The
results from this research indicate that Illinois social science methods professors are focusing on
primary source instruction to prepare preservice teachers to teach social sciences. This study
began with a literature review in Chapter II that describes the need, different instruction
strategies, and frameworks for implementing primary source instruction. Methods professors
play a vital role in preparing preservice teachers to use primary sources in instruction. Chapter III
describes the qualitative methods used to gather data to support the conclusions in this chapter,
and Chapter IV gives a detailed account of how the six social science methods professors in this
study are preparing preservice teachers to use primary source instruction with students.
The study attempted to answer the following research questions. First, What level of
experience and knowledge do social science methods professors in Illinois have with regard to
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primary sources? Second, What specific instructional strategies are social science methods
professors implementing to teach preservice teachers about primary sources? And finally,
What are social science methods professors observing in preservice teachers to determine if they
understand primary source instruction? The data from the participants’ interviews, observations,
and syllabi were analyzed simultaneously using the research questions. The themes that emerged
from the data of these three data tools were organized into tables.
Research Questions Addressed
Research Question #1
What level of experience and knowledge do social science methods professors in Illinois
have regarding primary sources? Though the social science methods professors who participated
in this study had varying degrees of experience and knowledge about primary sources, all had
exposure through their interactions with the TPS program funded by the Library of Congress.
Using this as a basis, there was some level of consistency regarding an introductory level of
experience and knowledge. Furthermore, all six professors implemented primary sources
throughout their instruction. Research, learning theories, and professional teaching standards
about primary sources, primary source instruction, and strategies for implementing primary
sources into instructional practices were used to support preservice teachers in gaining new
knowledge about these practices throughout the course.
Experiences with the Library-funded TPS program played a major role in shaping
primary source understanding for five of the six professors. All six professors looked to the
Illinois Professional Teaching Standards (ISBE, 2019), Illinois Social Science Standards (ISBE,
2017), C3 Inquiry Arc (NCSS, 2013), NCSS Standards and (NCSS, 2010), 2019) to build their
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knowledge about primary source instruction. They focused on research studies that provided data
about when, why, and how to use primary sources and they limited their use of textbooks.

Table 1
Experience and Knowledge of Primary Source Instruction
P1
P2
P3
P4
TPS Library of
Yes
Yes
Yes
Yes
Congress
Illinois
Yes
Yes
Yes
Yes
Professional
Teaching
Standards
Illinois Social
Yes
Yes
Yes
Yes
Studies Standards
C3 Inquiry Arc
Yes
Yes
Yes
Yes
NCSS Standards
Research
Textbooks

Yes
Yes
Yes,
Limited

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
No

P5
Yes
Yes

P6
Yes,
Limited
Yes

Yes

Yes

Yes

Yes

Yes
Yes
No

Yes
Yes
No

Research Question #2
What specific instructional practices/strategies are methods professors in Illinois
implementing to teach preservice teachers about primary source instruction? It was evident all
six professors focused on encouraging preservice teachers to make pedagogical choices that will
benefit all students. The professors in this study provided numerous experiences for preservice
teachers to learn and understand strategies that can be effective when implementing primary
source instruction. Along with these strategies, professors employed a variety of scaffolding
techniques. Each professor began with a lesson on understanding primary sources. All professors
began with essential questions asking, “What are primary sources?” to support a larger, enduring
question of “How do we use primary sources to support social studies instruction?” Each

83

professor stressed the importance of the need to begin units and lessons with essential and
supporting questions. These key questions anchor learning with an end goal in mind.
Introducing primary sources at the beginning of the course to lay the groundwork in
understanding their value is an important step for all six professors. Half of the professors
reported that preservice teachers need a formal lesson on how to access reliable primary sources
while the other half reported preservice teachers can find reliable sources on their own with only
the assistance of resource lists. All six professors at some point in their teaching practice use a
variety of primary sources; the most used primary sources were visual in nature due to their
ability to appeal to all types of learners.
Four of the six professors focused on the difference between primary and secondary
sources while two of the professors focused on how sources are used in context and answering
questions which determines whether they are primary or secondary. Modeling was the major
instructional scaffolding strategy used by professors to develop preservice understanding of
primary source instruction. Scaffolding are types of support tailored to students’ needs as they
progress through the learning. This student-centered approach facilitates more learning than a
teacher-centered approach (Sawyer, 2006). All professors modeled primary source instruction for
their students and engaged them in various hands-on activities with different aspects of inquiry
as the central point. Modeling provides students with a comprehension of the task at hand, plus it
also trains preservice teachers on how to use modeling with students. The professors used
think-alouds, questioning techniques, and periodically checked for understanding. After
professors modeled the task and led a discussion about the expectations and requirements,
preservice teachers were asked to take on the role of an elementary or middle school student.
When preservice teachers finished the task, the professors led a debriefing session that
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concentrated on successes, challenges, and questions. The preservice teachers were also assigned
to take on the role of the teacher. They were arranged into groups, with each having one
preservice teacher portraying the teacher. They drew their experience from the professor’s
modeling techniques.
Modeling another scaffolding strategy like adapting primary sources helped preservice
teachers consider differential learning styles and the needs of all students. The professors
modeled various adapting techniques such as translating, snipping out, and zooming in to
relevant pieces of primary sources. Professors had preservice teachers read research articles that
support this practice. One such article was from Wineburg and Martin (2009) that focuses on
adapting primary sources based on the students’ reading level and experiences working with
primary sources. Wineburg and Martin (2009) offer a formula to guide the adaptation of primary
sources: focusing, simplification, and presentation help preservice teachers understand how and
why they need to adapt sources to meet the learners’ needs. Doing so allows all students to
participate in the inquiry process by analyzing and drawing conclusions.
Professors guided preservice teachers through activities to help them master the task of
supplying scaffolds to support K–8 students as they work with primary sources and create
meaning and new knowledge from their experiences. Then, as students work with primary
sources and develop thinking routines through practice, scaffolds can be gradually removed.
Inquiry-based learning includes activities such as the “I see, I think, I wonder” technique,
“Observe, Reflect, Question,” “thinking like a historian,” C3 Inquiry Arc, Stripling Model of
Inquiry, and other thinking routines. All professors use a thinking organizer tool to help
preservice teachers understand the power of applying primary sources to support learning. The
College, Career, and Civic Life (C3) Framework for Social Studies State Standards (NCSS,
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2013) is anchored in an Inquiry Arc that guides learners through four dimensions of learning: 1)
developing questions and planning inquiries; 2) applying disciplinary concepts and tools; 3)
evaluating sources and using evidence; and 4) communicating conclusions and taking informed
action. These four dimensions are “a set of interlocking and mutually supportive ideas that frame
the ways student learn” (The C3 Framework for Social Studies State Standards, 2013, p. 6)
The Stripling Model of Inquiry allows learners to move through six phases (connect,
wonder, investigate, construct, express, and reflect) in a cyclical fashion. Stripling (2008)
describes inquiry as “a process of learning that is driven by questioning, thoughtful investigating,
making sense of information, and developing a new understanding” (p. 50). Stripling (2008)
explained that:
By their very nature, primary sources engage students in inquiry. First, they transform the
learning process by provoking critical thinking: questioning; making inferences;
interpreting different points of view; using critical thinking skills to analyze and evaluate;
drawing conclusions; and pulling together disparate pieces of evidence to think
conceptually. Second, primary sources engage students both emotionally and personally
because the sources represent authentic voices and images. Students connect to the
people who produced or were subjects of the primary sources as they rarely, if ever,
connect to textbooks and other secondary sources. Finally, the conflicting nature of
primary sources helps students see the complexity of issues and recognize the importance
of context for credible interpretation. This multiple-perspective approach is particularly
important for historical inquiry. (p. 2)
Inquiry models help students organize their thoughts and look at the information they
gather from primary sources in different ways. As preservice teachers learn to use these models,
they can help students engage in learning, view events from multiple perspectives, develop
empathy, and develop content knowledge (Stripling, 2009). Inquiry-based learning techniques
signify a shift away from rote memory learning and memorization and a move toward 21st
Century Learning Skills, which focuses on communication, collaboration, critical thinking,
creativity, and technology literacy. Students need to be able to collaborate in a group and work as
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a team to develop critical thinking skills, solve problems, communicate effectively, and
creatively express their ideas.
To provide a clearer sense of primary source instruction, professors paired primary
sources with elementary fiction and nonfiction. These books gave preservice teachers a basis that
connects reading with actual history and historical documents. The advantages to using fiction
and nonfiction books are that they engage the learner through storytelling, their content can be
differentiated according to reading levels, and they can also be combined with primary sources
that give other perspectives about the characters and events (Bickford & Rich, 2015a; 2015b).
Primary sources lead to a conversation about the author’s message and other perspectives.
Pairing books with primary sources means varying views can be presented, which helps
preservice teachers in their understanding about how to teach controversial issues.
Not only do the Illinois Social Science Standards go beyond teaching just history in the
K–8 classroom, they focus on other areas of the social sciences including geography, economics,
civics, and history. The professors in this study challenged preservice teachers to think about
how these areas of the social sciences can be incorporated in their lessons and activities. They
modeled examples of how to analyze different types of primary sources and asking
discipline-specific questions. They purposefully provided preservice teachers with resources to
develop interdisciplinary activities and lessons. Preservice teachers were tasked with creating
lessons and unit plans with activities that explored geography, economics, civics, and history.
Preservice teachers learned how to implement primary source instruction and view them
from different perspectives after assuming multiple roles as the K–8 student, the teacher, and the
preservice teacher. By having their students deliberately and mindfully role-play, professors
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provided preservice teachers with scaffolds through questioning and feedback, including the
opportunity to reflect on their role-playing through discussion.
The time for self-reflection on their practices is beneficial for preservice teachers.
Mathew, Mathew, and Peechattu (2017) point out that reflective practice is a deliberate act that
can lead to the continual learning and improvement of practice. However, reflection may not
come naturally to preservice teachers. In addition to modeling with think-alouds, questioning
techniques, and decision making, the professors in this study had preservice teachers reflect
openly with classmates after activities to help strengthen their understanding of the importance
of reflective practices. Reflections about challenges, successes, and their experiences as they
role-played all contributed to the preservice teachers’ learning about how to integrate primary
sources into instruction.
In a study conducted by Sawyer et al. (2017), Behavioral Skills Training (BST) is an
empirically established method for helping people acquire skills, which involves four
components: instructions, modeling, role-play, and feedback. Parsons, Rollyson, & Reid (2012)
emphasize that these skills improved student teachers’ performance in teaching practices. While
not formally labeled as BST, these components were also used by the professors in this study.
They provide primary source instruction based on research, took time to scaffold through
modeling and other strategies the instructional practices needed for effective teaching, provided
opportunities for role-play in multiple roles, and provided feedback. They expanded upon this
model further to include reflective practices, the implementation of which has been found to be
effective for developing new knowledge (Mathew et al., 2017). The professors in this study
provided instruction, modeled strategies, and allowed time for role-playing, feedback, and
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reflection to facilitate preservice teachers’ acquisition of new knowledge and skills about
primary source instruction.

Table 2
Instructional Practices and Strategies
P1
Accessing Prior Knowledge
Introduction to primary sources:
Yes
What is a primary source? What
is primary source instruction?
Research about primary source
instruction
Illinois Social Studies Standards
Primary sources vs. secondary
sources
Assessing primary source
knowledge
Variety of primary source formats: photos and prints, text,
broadsides, political cartoons,
maps, audio, video
Context of primary sources
Building historical background
knowledge
Formal Accessing Primary
Sources
Academic language/common
language
Scaffolds
Modeling
Adapting primary sources
Pair and share
Small groups
Role-play
Think-aloud
Jigsawing
Vocabulary

P2

P3

P4

P5

P6

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
No

Yes
Yes

Yes
Yes

Yes
No

Yes
Yes

Yes
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes

Yes

Yes

No

No

No

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
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Table 2, Continued

Inquiry
Questioning
Stripling Model of
Inquiry
Library of Congress
Analysis Tool
Thinking like a
historian
Literacy
Visual Literacy
Historical Literacy
Reading Literacy
Discipline Literacy
in Social Studies
/Curriculum Content
Soft Skills
Culturally Relevant
Pedagogy
Multiple
Perspectives
Empathy
Multiple Roles of
Preservice Teachers:
K-8 Teacher, K-8
Student, Learner
Reflective Practices

P1

P2

P3

P4

P5

P6

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Research Question #3
What are social science methods professors observing in preservice teachers to determine
if they understand primary source instruction?
The professors used both formal and informal assessments in their methods courses to determine
preservice teachers’ understanding of primary source instruction. The professors began the
course with a pre-assessment of their students’ primary source understanding. Formative
assessments were conducted through observations and questioning techniques as preservice
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teachers worked in groups. They were also evaluated through whole as a formative assessment to
work through any misconceptions or misunderstandings. Preservice teachers were assessed on
both group and individual assignments. Each professor assigned a cumulative assignment as a
summative assessment including: Book Backdrops, Journey Boxes, GRAPES activities, Book
Builder, and mini units. Each of these cumulative assignments required preservice teachers to
consider the Illinois Social Science Standards (ISBE, 2017) so as to understand what students
need to know and do, develop an essential question with support questions, choose a suitable
standards-based topic along with a grade-appropriate curriculum. Additionally, teachers preassess students to gauge background knowledge, conduct research, gather relevant primary
sources, adapt sources to meet the needs of all learners, incorporate inquiry with scaffolds to
support student learning, involve multiple perspectives, and create assessments to determine
students’ true understanding of the essential question.

Table 3
Primary Source Understanding
P1
Essential
Yes
questions
Formative
Yes
assessments
Summative
Yes
assessments
Discussion
Yes
Observation
Yes
Primary source
Yes
analysis
documents
Supporting claims Yes
with evidence
Mini units (or
Yes
modules)
Book Builder
Yes

P2
Yes

P3
Yes

P4
Yes

P5
Yes

P6
Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes

Yes

Yes

Yes

Yes

No

No

No

No

No

No

No

No

No

No
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Book Backdrops
Travel brochure

No
No

Yes
No

No
Yes

No
No

No
No

No
No

Table 3, Continued
Lesson plan unit
based on
historical figure
GRAPES
(Geography,
Religion,
Achievement,
Political Systems,
Economics,
Social Structure)
5-lesson plan unit
Inquiry design
Framework unit
plan
Journey Boxes

P1
No

P2
No

P3
Yes

P4
No

P5
No

P6
No

No

No

Yes

No

No

No

No
No

No
No

No
No

Yes
No

No
Yes

No
No

No

No

No

No

No

Yes

All professors agree that the ultimate goal is for preservice teachers to have the
opportunity to teach their cumulative projects in the classroom with students. The experience
gained from working with students is invaluable for recognizing the effectiveness of primary
source instruction.
Implications
Methods professors are tasked with preparing preservice teachers with the knowledge
they need to teach. For social studies methods professors, it is a daunting process because there is
so much to cover in a short amount of time. Part of this knowledge involves primary source
instruction. Research, learning theories, and professional teaching standards can guide professors
in developing curriculum that provides the foundational knowledge of how to use primary
sources effectively in instruction. In this study, professors focused on research-based strategies,
learning theories, Illinois Social Science Standards (ISBE, 2017), the Inquiry Arc of the C3
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Framework (NCSS, 2013), the NCSS Social Studies Standards (NCSS, 2010), and the Illinois
Professional Teaching Standards (ISBE, 2019) These effective practices influenced the
development of primary source instruction in their social science methods courses.
The literature review in Chapter II of this study presented three frameworks for
integrating primary sources into the curriculum. Lee and Swan (2013) and Tally et al. (2017)
emphasize frameworks for practicing educators at all grade levels ,while Fresch (2004) focuses
specifically on preservice teachers. These frameworks correspond with the TPS Goals from the
Library of Congress (2020) which the six professors are familiar with through their experiences
with the program. The eleven goals are as follows:
Goal 1 – Justify conclusions about whether a source is primary or secondary depending
upon the time or topic under study
Goal 2 – Describe examples of the benefits of teaching with primary sources
Goal 3 – Analyze a primary source using Library of Congress tools
Goal 4 – Access teaching tools and primary sources from loc.gov/teachers
Goal 5 – Identify key considerations for selecting primary sources for instructional use
(for example, student needs and interests, teaching goals, etc.)
Goal 6 – Access primary sources and teaching resources from loc.gov for instructional
use
Goal 7 – Analyze primary sources in different formats
Goal 8 – Analyze a set of related primary sources in order to identify multiple
perspectives
Goal 9 – Facilitate a primary source analysis using Library of Congress tools
Goal 10 – Demonstrate how primary sources can support at least one teaching strategy
(for example, literacy, inquiry-based learning, historical thinking, etc.)
Goal 11 – Create a primary source-based activity that helps students engage in learning,
develop critical thinking skills and construct knowledge

Based on the research from this study, a new framework has emerged. This framework is
a specific framework I created from the data in this specific research study of 6 social science
methods professors. After interviewing, observing, and analyzing documents from participants in
this study, it became clear that similarities that emerged from the data that could be categorized
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into already existing teaching frameworks. In Chapter 1 I discussed constructivism and social
constructivism as similar in that both research paradigms emphasize how knowledge is formed
when learners integrate new experiences into previous experiences from their knowledge. Liben
(1983) discusses how Piaget developed the idea how learners construct knowledge by using
previous experience and adding new experiences to their schemas. The Primary Source
Instructional Framework was developed in using a constructivist perspective. As I read through
the data sources and gathered the data into tables it became clear there was a connection between
my previous experience with educational models and frameworks and the new experience I had
with this study. As Clabough (2012) points out analyzing primary sources applies to both
constructivism and social constructivism because students use their prior knowledge and
construct new knowledge as they work together synthesizing applying, and showing their
comprehension. The PSI focuses on a constructivist approach in that the social science professor
is the facilitator, and the preservice teachers are encouraged to explore and become actively
involved in their learning environment. Preservice teachers are invited to be actively involved in
collaboration and a cooperative learning environment that helps students formulate their own
meaning from their learning environment and experiences.
As a result, this turning point serves as a beginning conversation about the PSI to help
prepare preservice teachers to use primary source instruction in the classroom. (See Figure 1.)
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Figure 1 Primary Source Instructional Framework

Understanding by
Design
Differentiated
Instruction

Essential Question – What is Primary
Source Instruction?
Content/Illinois Learning Standards for
Social Studies – analyze primary sources to
gain, evaluate, and present increasingly
complex information, ideas and evidence
through listening and speaking as well as
media.
Content – Social Science K–8
Assessment – unit plan, lessons, activities,
Book Backdrops, Book Builder, Journey Box
Activities – Inquiry: primary source analysis,
Stripling Model of Inquiry, C3 Framework,
“thinking like a historian,” thinking routines

Primary Source
Instruction in
Social Science
Methods
Courses

Instructional
Strategies/Scaffolding
Build background
knowledge, modeling,
think-aloud, jigsawing,
graphic organizers,
adapting primary
sources based on
student needs, build
vocabulary

Universal Design for Learning
Multiple means of:
Engagement – Connect to cultural through Cultural Relevant Pedagogy, collaborate
in pairs and small groups, and choose from a variety of activities to gain new
knowledge.
Representation – Analyze different types of primary sources through a variety of
strategies and scaffolds to gain multiple perspectives, develop empathy, and critical
thinking skills.
Expression – Communicate new knowledge about a subject matter using primary
sources using different types of media: lesson plans, Book Backdrops, Book Builder,
Journey Boxes, GRAPES
time to reflect, self-assess, and revise projects
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Primary Source Instructional Framework
The PSI Framework for instruction in social science methods courses combines the
following: Understanding by Design (UbD) by Tighe and McWiggins (2005); Universal Design
Learning (UDL), which was developed in the 1980s by the Center of Applied Special
Technologies and further developed by Rose and Meyer (2002); and Differentiated Instruction,
(DI) by Tomlinson (2004). The combination of these three frameworks in the PSI Framework is
powerful in understanding primary source instruction for preservice teachers. The UbD
framework can guide professors through the task of designing a meaningful curriculum, while
the UDL stresses providing multiple means for representation, expression, and engagement for
all learners and not just those with special needs. The DI framework keeps teachers mindful of
the strategies and scaffolds needed for individual learners as they become more familiar with
their educational needs. As described in the article by Onuma (2007), the combination of the
three frameworks go even further to develop flexible learning environments to accommodate
learning differences.
UbD is essentially a curriculum design framework that focuses on the what and how of
teaching and DI is a framework based on whom, how and what we teach and UDL
focuses on removing the barriers to learning for all students. By combining the
frameworks, we strive to connect effective curriculum design with the individual
learner’s needs to create a barrier-free environment of true learning. All three frameworks
overlap and intertwine to form a strong foundation for instructional planning. (para. 3)
The combination of these three frameworks creates a holistic approach to primary source,
accompanied by scaffolding strategies and an awareness of barriers to understand primary
sources.
The PSI Framework is anchored in research, both in the design of instruction for
preservice teachers and in the justification for using primary sources in instructional practices.
Throughout the PSI Framework, professors provide preservice teachers with opportunities to
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role-play as the K–8 student, teacher, and preservice teacher as a way to learn about primary
source instruction. They also allow opportunities for preservice teachers to reflect on their
learning and growth gained from their experiences.
Research and Frameworks of Learning
Understanding by Design (UbD)
Teaching is a complicated endeavor and many components and nuances need to be
considered. Teaching social sciences that engage students in inquiry by using primary sources is
now required by the Illinois Social Science Standards (2017), C3 Inquiry Arc, National Council
for the Social Studies, and Illinois Professional Learning Standards. Social science methods
professors are tasked with preparing preservice teachers to utilize primary source instruction in
the social sciences at the elementary grade level, including civics, geography, and history
(Illinois Social Science Standards, 2017). The social science methods professors who
participated in this study used a holistic teaching approach, one that included Understanding by
Design (UbD), Universal Design for Learning (UDL), and Differentiated Instruction (DI). When
applied to primary source instruction, these three approaches represent what is needed to prepare
preservice teachers for successful primary source integration.
The UbD framework by McTighe and Wiggins (2005) is a curriculum design that starts
with the end in mind. In other words, desired results need to be identified: first, understand what
a student needs to know and do as required by the content standards. Next, create an essential
question to guide the learning and also determine acceptable evidence, which includes formative
and summative assessments that assess the desired results. Finally, plan learning experiences and
assessment by creating engaging and effective learning experiences that lead to successful
demonstration of desired results and the evidence needed to determine new knowledge. Hanson
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and Aharon (2008) wrote that the UbD framework engages students by providing them with
hands-on, child friendly, entertaining, and meaningful activities that lead to new knowledge
guided by an essential question. When beginning with the intent and goals of a lesson, an
educator is able to gear and focus activities in a more relevant and appropriate way, designed
specifically for the students’ learning. With this framework, educators have the unique
opportunity to assess student understanding first and adjust lessons and activities to effectively
determine any gaps or misconceptions and meet the intended outcomes.
Professors in this study used the UdD to create instruction to educate preservice teachers
on primary source instructional practices. By introducing the Illinois Social Science Standards,
C3 Inquiry Arc, NCSS Social Studies Standards, and Illinois Professional Learning Standards
first, the professors focused on inquiry and primary sources. The next step was determining the
essential questions of how to implement effective primary source instruction and help preservice
teachers understand what they are required to teach.
Take, for example, the following inquiry skill recommended for Grades 3–5 from the ILS
for Social Science (2017): “Determine sources representing multiple points of view that will
assist in answering essential questions” (p. 9). Preservice teachers were assessed to determine
their understanding of primary sources. During the first few class periods, preservice teachers
were asked, What are primary sources? What is your experience with primary sources? And how
can primary sources be used in instruction? After prior knowledge about primary sources was
determined, the professors provided learning opportunities for preservice teachers to gain new
proficiency about primary sources and primary source instruction. The preservice teachers in
Professor 1’s course created assessments that met one of the Illinois Social Science Standards:
“Cite evidence to support a claim” (2017) using primary sources. They encountered the UbD
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framework as they grasped how to use primary sources in instruction. These activities built
students’ knowledge of primary sources and how to use them in instruction. Preservice teachers
were asked to create a final product that demonstrated what they learned about how to use
primary sources effectively in instruction by completing projects such as mini units, Book
Builder, Book Backdrops, unit plans, and Journey Boxes. Each of the projects required
preservice teachers to use the UdD framework, looking to standards to determine the enduring
understandings, essential questions, assessment, and creation of activities that build knowledge.

Table 4
Understanding by Design as Represented in the PSI Framework
Standards
Illinois Social Science Standards: Analyzing primary sources to
gain, evaluate, and present increasingly complex information,
ideas, and evidence through listening, speaking, and media.
Content
k-8 social studies content
Research
Effective primary source instructional practices
Essential Question
What is primary source instruction?
Formative
Discussion, observation, primary source analysis, exit ticket,
Assessment
group work
Summative
Supporting claims with evidence writing, mini units, Book
Assessment
Builder, Book Backdrops, travel brochures, lesson plan unit
based on historical figures, 5-lesson plan unit, inquiry design
framework unit plan, Journey Boxes
Activities
Vocabulary building, questions techniques, Library of Congress
Analysis tool, Stripling Model of Inquiry, “thinking like a
historian”, viewpoint activities

Universal Design for Learning (UDL)
The Universal Design for Learning (UDL) is a framework anchored in brain science.
Specifically, it focuses on engagement, the affective networks, or the “why” of learning (such as
the engagement of the learning and how information is presented); the representation, the
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recognition networks, or the “what” of learning (how students are engaged in learning); and
finally, the expression, the representations, and strategic networks, or the “how” of learning
(including actions and expressions and how students respond or demonstrate new knowledge and
skills) (CAST, 2018). Each of these phases need to be flexible and give students a wide variety
of choices or allow them to come up with new ideas on how to represent their learning at each
phase. Characterized in the Higher Education Opportunity Act of 2008 as a “scientifically valid
framework for guiding educational practice,” the UDL calls for a change in curriculum by
clearing barriers for all students. The professors in this study allowed for multiple ways of
engagement, representation, and expression which then provided preservice teachers with
effective examples of how to meet all students’ needs through primary source instruction. Each
professor was mindful of defining appropriate learning goals, assessing diverse learning needs,
and evaluating curriculum for barriers.
In the engagement or the “why” of the UDL framework, professors encouraged
preservice teachers to analyze a variety of primary sources through a Culturally Relevant
Pedagogy lens to gain multiple perspectives, develop empathy, and increase critical thinking
skills. Aronson and Laughter (2016) determined what would result by doing so:
If we truly wish to teach our diverse student populations effectively, we need to invest in
quality teachers prepared and equipped with necessary tools to promote student success
and counter educational reforms that consider students’ education secondary to return on
investment. (p. 199)
These activities prompted preservice teachers to consider different perspectives and unheard
voices from diverse populations. Through these activities, the professors urged preservice
teachers to help K–8 students make stronger connections to their culture.
Preservice teachers had opportunities to experience primary sources in a variety of
formats including audio, video, text, and photographs. They also experience different strategies
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and scaffolds that provide multiple representations of primary sources. In the “what” or the
representation of the UDL framework, the different types of primary sources provide for multiple
means of representations to allow for all students to grasp the content being taught.
The UDL emphasizes giving students opportunities to express their new knowledge in a
variety of ways. The “how” or the expression stage of the UDL framework stresses multiple
tools and media to communicate learning. Preservice teachers were led through different
activities that had multiple outcomes, helping them to understand that learning with primary
sources can be expressed differently and result in varying conclusions. In defining appropriate
learning goals, professors asserted that multiple answers exist when using primary sources. The
professors in this study allowed for a variety of ways for students to be assessed for summative
and cumulative assessments.

Table 5
Universal Design for Learning as Represented in the PSI Framework
Engagement
Choose from a variety of primary sources to help students gain
new knowledge and connect to cultural through Cultural Relevant
Pedagogy, collaborate in pairs and small groups, connect primary
sources with literature.
Representation
Analyze various primary source formats through a variety of
strategies and scaffolds to gain multiple perspectives, develop
empathy, and strengthen critical thinking skills.
Expression
Communicate new knowledge about a subject matter using
various primary source formats through different types of media:
Lesson Plans, Book Builders, Journey Boxes, and presentations.
Allow time for reflection, self-assessment, and revisions of
projects.
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Differentiated Instruction (DI)
According to Tomlinson (2004), differentiated instruction is the process to ensure that
what student learn, how they learn it, and how they demonstrate what they learned match their
readiness level, interests, and preferred mode of learning. Keeping all that in mind helps a
teacher to be keenly aware of how to make accommodations for all students’ learning needs. No
longer should there be a “one size fits all approach”; instead, all learners should be given an
equal opportunity to learn through a safe, student-centered learning environment that involves
engaging curriculum. Each professor invited preservice teachers to experience differentiated
instruction methods through scaffolds, including appropriate primary source selection
considerations, modeling, think-alouds, visual thinking routines, graphic organizers, the use of
multiple types of primary sources, and adaptation of primary sources.
In selecting primary sources, professors asked preservice teachers to consider the needs
of their students. Primary sources can be complicated and hard to understand. Professors used
engaging primary sources in their modeling and encouraged preservice teachers to also use
interesting primary sources that are age-appropriate and understandable in their activity planning.
Varying sources help students realize their own construction of history and interpretations of
events (Gradwell, 2010; Grant, 2001; Grant & Gradwell, 2005; Sexias, 1994). Wineburg and
Martin (2009) explain how and why to adapt primary sources for students, saying that such
“tampering with sources allows all students, not just those ready and able to digest difficult text,
to enter a world where the study of the past is raucous, engaging complex, and often ambiguous”
(p. 5). All professors agreed primary sources can be adapted to meet the needs of students.
Preservice teachers were exposed to multiple types of primary sources, ranging from
those with little to no text such as photographs, posters, and maps to those that are more complex
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with large amounts of text such as letters, newspapers, and historical documents. All six
professors stated that visual primary sources such as photographs and posters can be used with
both nonreaders and readers alike. In so doing, providing a variety of primary source types
allows for the accommodation of different learning styles within a classroom. One of the most
powerful strategies is to know students’ strengths and weaknesses and provide them with
primary sources that will prompt them to think critically and help them construct new knowledge
Professors have moved away from lectures, textbooks, and rote memory as means of
preparing preservice teachers to teach primary sources. Instead, they model for preservice
teachers with the focus on making their thinking become “visual” through thinking routines.
Thinking routines provide a structure for developing different types of thinking skills. These
routines help students move away from “tell-and-practice” and move towards development and
understanding. Richart (2016) points out that thinking routines are developed from patterns by
which we operate and go about the job of learning and working together. Routines are designed
to promote students’ thinking, such as asking students what they know, what they want to know,
and what they have learned. Making thinking visible through thinking routines can promote
deeper understanding, engagement, and independence for all students.
As professors proceed to help preservice teachers understand what primary sources are
and how to teach with them, they verbalize their thinking, a process known as “think-aloud”
throughout the modeling process. Preservice teachers are then able to take what they experienced
and use it in their own teaching practice. The professors in this study demonstrated their teaching
practices through modeling and think-aloud routines. Each verbalized what they were going to
teach, why they were teaching the lesson, the process of teaching the lesson, changes that were
made based on their reactions, and reflections on what they could change. They thought out loud
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so preservice teachers could understand their thinking process, decision making, and how they
were reflecting while they were teaching. As preservice teachers participated in the activity, they
were encouraged to ask questions and discuss the modeling process. The professors explained
how the modeling process also serves as a scaffolding technique for students who are unsure of
what is being asked and how to proceed with the activity.
Allowing opportunities for students to express questions and receive feedback from their
peers in small groups and “pair and share” activities helps them sort out the complexity of
primary sources. Grouping students together to explore primary sources provides a safe
environment for students to express ideas, give feedback, ask questions, and develop inquiry.
Teachers need to purposefully include space, time, and different media for student to both
determine and communicate their understanding with their peers. Other strategies such as
role-playing and jigsawing can help students become comfortable with primary sources without
feeling overwhelmed by huge amounts of new information.
Building vocabulary before presenting new content and analyzing primary sources is
essential to understanding primary source documents. Ensuring students apply the use of learned
vocabulary during a primary source analysis when writing about the content will increase student
comprehension and engagement with the materials. This includes basic structure as well as the
essential words. Choosing a small set of vocabulary words strengthens in-depth instruction.
Combining engaging historical fiction and nonfiction that uses focused vocabulary words with
primary sources allows students to explore content and key concepts. Use different modalities
such as reading, writing, and speaking to help students understand the meaning of words. These
strategies encourage students to develop independence in learning word meaning and usage to
help them understand the content being taught.
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Table 6
Differentiated Instruction as Represented in the PSI Framework
Scaffolds
Instructional techniques that support student learning.
Modeling
Teacher demonstration and modeling learning for students
making thinking visible.
Think-Aloud
Teachers and students think out loud while processing
information to increase knowledge about analyzing primary
sources for information and content.
Adapting Primary
Adapting primary sources included zooming in to specific parts
Sources
of the source, using excerpts, translating, shorting, and
simplifying documents.
Pair and Share
Students work together in groups of two to discuss ideas,
questions, give feedback, and further develop inquiry skills.
Small groups
Students work in groups of 3-5 to discuss ideas, question, give
feedback, and further develop inquiry skills.
Role-play
Students role play as teacher and student to develop their
teaching skills and to understand the challenges students can
encounter during an activity.
Jigsawing
Students specialize in one concept and share new knowledge with
entire group or class.
Vocabulary Builder
Teacher helps students build vocabulary skills to understand
essential content words will analyzing primary sources.

Multiple Roles of Preservice Teachers
To understand the complexity of primary source instruction, the professors in this study
endeavored to help preservice teachers understand the perspectives of both students and teachers
while learning as students themselves. All six professors created activities and simulations to
direct students in realizing those roles. From the beginning of the course, the professors had
preservice teachers engage in scenarios in which they assume the position of K–8 students; many
activities described in Chapter IV accomplished this objective. As the student, they were able to
experience the challenges and successes learners may encounter as they progress through the
activity. These experiences guided preservice teachers on how learning tasks may need
modification to better meet the needs of all students. Professors also asked preservice teachers to
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take on the role of the teacher by developing, presenting, and implementing primary source
instruction. After seeing activities modeled and discussed by the professor, the preservice
teachers were in a unique position to practice and gain knowledge about teaching in a safe
environment. Much like the experience of taking on the student’s role, preservice teachers
discovered and reviewed the successes and challenges from the teacher’s perspective. This
caused them to consider other means of revising teaching practices that led to a dynamic primary
source instructional experience.
Aside from having preservice teachers view primary source instruction from the
viewpoint of both a student and teacher, methods professors must train them on how to
effectively use primary source instruction as an educator. Freese (1999) mentioned
Darling-Hammond’s (1994) description about the paradigm of learning to teach—a place in
which opportunities are provided for “learning by teaching, learning by doing, and learning by
collaborating.” Opportunities to role-play and collaborate are valuable experiences that begin to
lay a teaching practice foundation. As they role-play and collaborate, preservice teachers
recognize and develop an appreciation for the perspectives of the student, classroom teacher, and
preservice teacher. These experiences set the foundation for creating primary source instructional
opportunities for K–8 students through thoughtful reflection.
Reflective Practices
Professors in this study had preservice teachers reflect on their experiences with primary
source instruction from the mindset of the K–8 student, teacher, and preservice teacher. In
working with preservice teachers, Freese (1999) found themes that captured the patterns of
reflection: 1) being reflective as a means of self-evaluation to improve teaching, 2) reflection as
spontaneous “on the spot” decision making, and 3) reflection as a part of community (p. 901).
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Through their reflection, preservice teachers had opportunities for self-evaluation. By
experiencing primary source instruction from the context of a student and preservice teacher,
their reflection on their successes and challenges led to a discussion on what they might do
differently and how they could accomplish a change in teaching strategy. This contemplation
also generated ideas to troubleshoot the uncertainties that might arise and brainstorm ways to be
proactive about changing their instructional practices. Professors did not have an opportunity to
describe the “on the spot” decision-making type of reflection described by Freese (1999),
nevertheless, during the observation students displayed ways that they had adjusted their
teaching to peers when new challenges came up during the role-playing scenario. Professors
allowed many opportunities for preservice teachers to reflect as a community. Preservice
teachers were able to reflect on their experiences in whole groups, small groups, and one-on-one
situations. In a recent study, Mathew et al. (2017) found that reflective practice “is a cycle
process, because once we start to implement changes, then the reflective and evaluative cycle
begins again” (p. 130). Through these reflection opportunities, preservice teachers were exposed
to multiple perspectives in a supportive environment that helped them think about their teaching
practices for integrating primary source instruction.
Kalmon, O’Neill-Jones, Stout, and Wood (2012) created a Dual Inquiry Model based on
the Stripling Model of Inquiry (2009). The Stripling Model of Inquiry (2009) focuses on the
learner’s inquiry process with an emphasis of reflection throughout. The Dual Inquiry Model
also emphasizes reflection throughout the inquiry process; however, this model describes
reflective inquiry for both the student and the teacher. The Dual Inquiry Model “extends the
Stripling Model by describing a teacher’s fluid and multidimensional roles in the dual inquiry
process” (Kalmon et al., 2012, p. 16). Like the professors in this study, the Dual Inquiry model
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leads preservice teachers through an interchangeable thinking process of inquiry as a learner
while also designing primary source instruction for students with reflection throughout the
process.
Professors in this study were purposeful and intentional in designing courses to deliver
primary source instruction through a backward learning design and a universal design for
learning framework, while also consciously building in differentiation to provide a learning
environment where all learners can succeed. They each began with the essential question of
“What are primary sources?”, which guided instruction throughout the course. Using content
standards and age-appropriate curriculum methods, professors created assessments to determine
student teachers’ prior knowledge about primary sources. They created assignments that allowed
students to be successful on their final assessment by measuring their accumulated knowledge
about primary sources. Professors laid the groundwork for primary source instruction with
several activities. One of the first was to help students discover that primary sources are unique,
that they are sources created during the time under study which, in turn, can be interpreted in
different ways for a variety of purposes. Using multiple primary sources contributed diverse
perspectives and interpretations about the same event or time period under study.
The PSI Framework encompasses all the components discussed in this section. This
framework can assist professors in understanding the nature of primary sources instruction for
social science methods courses in Illinois and beyond. This is an emerging conversation and a
conceptual framework that was garnered from this study. The implementation of the Illinois
Learning Standards for Social Science, the NCSS Position Statement, adoption of the C3 Inquiry
Arc, and the Illinois Profession Learning Standards all place a considerable emphasis on primary
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sources and primary source instruction. It is anticipated that more research will be conducted to
prepare preservice teachers for using primary sources.
Primary Source Instructional (PSI) Framework Explained
The inner circle, Primary Source Instruction in Social Science Methods Courses, is the
anchor of the framework (See Figure 1). Radiating out from the main inner circle is the first ring,
Research and Learning Theories. For Illinois social studies methods professors to adequately
prepare preservice teachers for implementing primary source instruction, they needed to consult
research, theories of learning, and Illinois teaching practices to guide their course planning. In
the PSI framework, three frameworks are combined to present the complexity of primary source
instruction.
The first section is Understanding by Design (UbD) in which the professor must look to
the Illinois Standards for Social Science, National Council for the Social Studies, C3 Inquiry
Arc, and the Illinois Professional Teaching Standards to determine what teachers need to know
and understand about primary source instruction. Professors develop an essential question,
“What is primary source instruction?” that helps answer the enduring understanding of “What is
social studies instruction?” They plan a pre-assessment to determine what students know and
understand about primary sources. They then develop formative and summative assessments to
further determine students’ understanding of primary sources and primary source instruction as
they move through instruction. Next, they develop activities to help build preservice teachers’
understanding of primary sources, different types of primary sources, and inquiry exercises that
integrate primary sources like the C3 Inquiry Arc, Dimension of Inquiry Model, “thinking like a
historian,” and the Stripling Model of Inquiry. These activities guide preservice teachers to
creating a final cumulative project for their summative assessment.
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The second section is Universal Design for Learning framework (UDL), which the
Higher Education Opportunity Act of 2008 defines as a “scientifically valid framework for
guiding educational practice” that calls for a change in curriculum by clearing barriers for all
students. The parts of the framework that apply to this study are defining appropriate learning
goals, assessing diverse learning needs, and evaluating curriculum for barriers. Professors had
preservice teachers consider ways on how to provide various means of engagement,
representation, and expression. Through engagement activities, preservice teachers make
connections using cultural relevant pedagogy, collaborating in pairs and small groups, and
choosing from a variety of activities to gain new knowledge. To provide multiple means of
representation, preservice teachers analyze different types of primary sources through a variety
of strategies and scaffolds to gain multiple perspectives, develop empathy, and critical thinking
skills. To provide multiple means of expression, preservice teachers communicate new
knowledge about a subject matter using primary sources and different types of media including
lesson plans, Book Backdrops, Book Builder, Journey Boxes, and presentations.
The third section is Differentiated Instruction (DI). According to Tomlinson (2005), this
is the process of ensuring that what a student learns, how he or she learns it, and how the student
demonstrates what he or she has learned is a match for that student’s readiness level, interests,
and preferred mode of learning. Professors have preservice teachers learn how to scaffold
primary source instruction through modeling, think-aloud, jigsawing, thinking routines, and
adapting primary sources based on the needs of the student. Analysis tools and graphic
organizers help preservice teachers understand the inquiry process and how to adapt these tools
to develop critical thinking skills at various levels of understanding.
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These three pieces, along with the initial research, are encircled by the multiple roles of
preservice teachers and reflective practices. Professors invite preservice teachers to participate in
multiple role-playing, which allows them to experience primary source instruction through the
lens of a K–8 student, the teacher, and the preservice teacher learning primary source instruction.
Professors also have preservice teachers reflect throughout each phase of the PSI framework to
understand how their learning changes and impacts their teaching practices.
Recommendations
If primary source instruction is an essential part of preparing K–8 preservice teachers to
teach the social sciences, as manifested by the standards and professional organizations, then
more research needs to be conducted to ensure that primary sources are integrated in other social
science courses beyond the six investigated in this study. Further studies could examine how
other social science methods courses are taught by professors who have not had experiences with
primary source training programs such as the Library of Congress TPS program. Another area of
investigation might include a longitudinal study that examines whether preservice teachers who
have been prepared to teach primary source instruction continue to use these instructional
practices as in-service teachers, and, if not, identify the barriers to continuing those practices.
Further research might be to investigate if when preservice teachers become in-service teachers,
if they continue to use specific primary sources used in their social science methods course or if
they are innovative to use different primary sources.
One interesting sidebar that surfaced from this study is that all six professors discussed
the difficulty that preservice teachers had with teaching primary sources activities and lessons in
their student teaching experiences. With that being said, researching the obstacles that hold
preservice teachers back from integrating primary sources into the social studies curriculum may
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help methods professors understand how to develop more interdisciplinary primary source
activities.
Conclusions
By utilizing a semi-structured interview approach, this study identified the nature of
primary source use in social studies methods courses to prepare preservice teachers in Illinois.
The six professors who participated in this study were selected based on their association with
the Library of Congress TPS program and their primary source instructional practices in
preparing preservice teachers. The interviews were transcribed and analyzed for common themes
and those themes were used to answer the three research questions of this study.
The themes then led to the development the Primary Source Instructional (PSI)
Framework, which is a starting point and a way to visualize this study when integrating primary
sources into instruction. The PSI Framework draws on the effective practices from
Understanding by Design Framework, Universal Design Learning, and Differential Learning.
The combination of these three frameworks make a solid structure in developing effective
practices for primary source instruction. These are encircled with the multiple roles preservice
teachers must experience to understand the learning perspectives of the student, the teacher, and
the preservice teacher learning to teach. The last circle is reflective practices, indicating that
professors must provide preservice teachers with opportunities to reflect throughout their entire
learning experience so as to gain new understanding and knowledge about their own learning and
experiences as well as that of their potential students.
This study showed that a small number of social science methods professors across
Illinois are integrating primary sources in their courses to assist preservice teachers in developing
the skills they need to meet the requirements of a K–8 social studies teacher. This is a step
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forward in creating a teaching culture that will break free of rote memory and lecture teaching
methods, and instead focus their efforts on involving hands-on inquiry that integrates various
primary sources. However, this is a small study with 6 participants, more research needs to be
conducted to refine the PSI Framework and to create professional development for methods
professors. Knowing how to educate preservice teachers in developing effective primary source
instruction would move towards fulfilling the standards and meeting the needs of all learners.
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APPENDIX A: RECRUITMENT EMAIL
Recruitment Email for Dissertation Participants
I am a graduate student under the direction of Dr. Elizabeth Lugg in the Department of
Educational Administration and Foundations (EAF) at Illinois State University. I am conducting
a research study to explore the use of primary sources in social science methods to prepare
preservice teachers to meet Illinois Common Core State Standards. I am requesting your
participation because you teach social science methods courses in the state of Illinois and of your
relationship with the Teaching with Primary Sources program.
Your participation will involve a one-hour interview, which will be audio recorded, a
review of your syllabus, and a class observation. Your participation in this study is voluntary. If
you choose not to participate or to withdraw from the study at any time, there will be no penalty
and it will not influence your future involvement with the program. Your responses are
confidential and any information that might allow someone to identify you will not be disclosed.
There are no risks involved with participation beyond those of everyday life. A potential
risk could be loss of confidentiality, but all data will be kept in a locked, secure location to
ensure this does not happen. Although there may be no direct benefit to you, a possible benefit of
your participation is a better understanding of the benefits of using primary sources to prepare
preservice teachers in Illinois. If you have any questions concerning the research study, please
call me at 309-531-3190, or Dr. Elizabeth Lugg at 309-438-8989.
If you have any questions about your rights as a subject/participant in this research, or if
you feel you have been placed at risk, you can contact the Research Ethics & Compliance office
at Illinois State University at 309-438-2529.
If you are willing to participate in the above study, please send a consent response email.
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APPENDIX B: DOCUMENT OF CONSENT FORM
You are being asked to participate in a research study conducted by Judy Bee under the supervision
of Dr. Elizabeth Lugg of the Department of Educational and Administration and Foundations (EAF)
at Illinois State University. The purpose of this study is to examine how social science methods
professors prepare preservice teachers to use primary sources in teaching practices and to meet
Illinois Common Core State Standards.
Why are you being asked?
You have been asked to participate because you are social science methods professor in Illinois who
uses primary sources in your instruction. You are ineligible to participate if you are under the age of
18. Your participation in this study is voluntary. You will not be penalized if you choose to skip parts
of the study, not participate, or withdraw from the study at any time. You are ineligible to participate
if you are currently located in the European Economic Area.
What would you do?
If you choose to participate in this study, you will be asked to be interviewed (which will be
recorded) in a location of your choice, submit your syllabus for analysis, and allow for a class
observation.
Are any risks expected?
We do not anticipate any risks beyond those that would occur in everyday life.
Will your information be protected?
Your data will be anonymous; nothing that will identify you will be linked to your responses. Your
information will and all data will be kept in a locked, secure location to ensure confidentiality. The
findings from this study may be presented in conferences, meetings, and publications. When these
findings are presented, your responses will be combined with the responses of other participants.
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Who will benefit from this study?
Although there may be no direct benefit to you, a possible benefit of your participation is a better
understanding of using primary source instruction to prepare preservice teachers in Illinois.
Whom do you contact if you have any questions?
If you have any questions about the research, contact Judy Bee at jbee@ilstu.edu.
If you have any questions about your rights as a participant, or if you feel you have been placed at
risk, contact the Illinois State University Research Ethics & Compliance Office at (309) 438-5527 or
IRB@ilstu.edu.
Documentation of Consent
Check the box below if you are willing to participate.
☐

I am 18 or older and willing to participate in this study

You can print this form for your records.
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APPENDIX C: INTERVIEW GUIDE
1. How long have you been teaching social science methods courses?
2. Describe the students in your classroom.
What level of experience and knowledge do social science methods professors have with
regard to primary sources?
3. Do you have a textbook for your students in your course?
4. In what ways do you use the textbook?
5. Besides the textbook, describe any other sources used in your class.
6. What would you describe as a primary source?
7. Would you describe any of the outside sources that you use as primary sources?
Which ones?
What specific instructional practices/strategies are social science professors
implementing to teach preservice teachers about primary sources?
8. How do you introduce your students to primary and secondary sources?
9. How do you build your students' understanding of primary sources and how to
use them in your students?
10. How do you help your students understand the value of using primary sources?
11. How do you help students access primary sources?
12. Describe the instructional practices you use with your students about teaching with
primary sources.
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What are social science methods professors observing in preservice teachers to determine
if they understand primary source instruction
What evidence do students need to demonstrate their understanding of how they are to use
primary sources during instruction?
13. Please describe what skills students should have mastered after they complete your
course.
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